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ABSTRACT 
Considerable resources have been funnelled into designing and 
implementing effective intervention programs aimed at reducing student 
attrition.  However there is a lack of knowledge regarding the impacts of 
these programs.  There are numerous studies on outreach programs 
designed to widen student participation; however, these have been 
criticised for failing to demonstrate independence and that they are 
limited to qualitative analysis and small sample sizes. Additionally, 
effective intervention programs that address socioeconomic deficits in 
educational attainment are inadequate.  Moreover, the psychometrically- 
evaluated measures designed to assess high school student educational 
aspiration lack the appropriate rigour in relation to randomised designs 
utilising treatment and control groups.  In response to these challenges, 
this thesis had four aims. 
Aim 1 was to design a survey to measure high school student 
educational aspiration and related student characteristics.  Aim 2 was to 
assess the correlations between educational aspiration and relevant 
student characteristics (i.e., educational engagement, educational self-
efficacy, achievement goal setting, perceptions of school quality, school 
friendships and life satisfaction).  Aim 3 was to assess the effectiveness 
of differing university-high school partnership intervention programs, 
using pre-post treatment-control designs.  Aim 4 was to measure how 
educational aspiration and student characteristics changed over the first 
four years of high school.  To achieve these aims, a series of five studies 
were conducted.     
Addressing Aims 1 and 2, Study 1 involved the development and 
refinement of a measurement tool that assessed factors related to student 
attrition, retention, and educational aspiration. This resulted in the 
development of six student scales measuring student characteristics that 
were subsequently correlated with educational aspiration.  Factor 
analysis, reliability analysis, as well as qualitative assessment of items, 
were used to refine the set of items used to measure the six scales.   
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Addressing Aim 3, Studies 2, 3 and 4 assessed the effectiveness 
of three Year 7 intervention programs designed to increase low 
socioeconomic high school students’ educational aspiration to complete 
school and attend university.  Participants were assigned to a treatment 
or control group, with the measure developed in Study 1 administered 
before and after the intervention.  Analyses indicated that none of the 
interventions had a significant effect on educational aspiration or the 
other measured student characteristics.  
Addressing Aim 3 and 4, Study 5 used a longitudinal design to 
examine four intervention programs and the cumulative effects of these 
on one student cohort tracked over 4 years from Year 7 to Year 10 of 
high school.  This study also sought to examine how student 
characteristics (i.e., educational engagement, educational self-efficacy, 
achievement goal setting, perceptions of school quality, school 
friendships and life satisfaction) changed over this period.  Results 
showed student characteristics and aspiration levels declined as students 
progressed through high school.  The greatest declines occurred at the 
start of high school and tended to plateau around Year 8, 9, with small 
increases in Year 10. The interventions showed no significant influence 
on student characteristics and there was no evidence of a cumulative 
effect of these interventions.    
In summary, these five studies formed a four-year longitudinal 
examination of the educational aspirations of students at low 
socioeconomic high schools in Australia, Victoria, within the Melbourne 
and the Greater Geelong area.  Taken together, these five studies make 
an important contribution to the national and international literature on 
educational aspiration. First, the need to develop a psychometrically 
sound instrument was identified.  Second, significant moderate 
correlational relationships were found between educational aspirations 
and key predictors of educational aspiration.  Third, although no positive 
effects were found from the intervention programs, these studies 
demonstrated that simple and relatively short interventions such as the 
ones examined are often insufficient to lead to lasting aspirational change 
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for students.  Fourth, although educational aspiration and the predictors 
of educational aspirations did not increase as students progressed through 
high school, this study provided a detailed picture of how educational 
aspiration and related student characteristics changed from Year 7 to 
Year 10 in a low socioeconomic school environment.  A valuable 
contribution was made to research pertaining to educational aspirations, 
predictors of educational aspirations and intervention programs aimed at 
increasing the educational aspirations of low socioeconomic students.  
Although no positive effects were found from the intervention programs 
offered, these five studies contributed to our understanding of which 
interventions work and how best to design and implement future 
intervention programs such as these.  Furthermore, this series of studies 
increased our understanding of student characteristics predictive of 
educational aspiration, in addition to how these characteristics change 
over the trajectory of high school.  It was found that simple intervention 
programs were insufficient in leading to lasting aspirational change for 
students. These findings, therefore, inform on intervention design and 
implementation.
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CHAPTER 1.  
INTRODUCTION: RESEARCH PROBLEMS AND AIMS 
 
Introduction 
Increasing student educational aspiration is key to improving 
high school retention.  Students from low socioeconomic backgrounds 
can experience extreme inequalities, placing them at a far greater risk of 
lower educational attainment, limited future career opportunities and 
considerable deficits in earning potential (Kozol, 1991; Rooney et al., 
2006; Turner & Lapan, 2003).  The stated deficits in access and equity 
are highlighted in educational attainment.  The global consensus is that 
educational attainment should be a priority for reducing the disparities 
between those who have access to education and those who do not 
(Tarabini, 2010; UNESCO, 2014a).  However, as discussed by Freeman 
and Simonsen (2015) in a literature review systematically examining 
policy and practice, there is a lack of emphasis on developing effective 
intervention programs that address these  socioeconomic deficits in 
educational attainment.   
This chapter briefly introduces the problems associated with the 
analysis of student educational aspiration, high school student attrition 
and university-high school partnership intervention programs.  
Subsequent to this, a brief outline of the methods utilised to achieve the 
primary aims of this thesis will be addressed.  This will be followed by 
an outline of the structure of this thesis. 
Background 
Research on the causes of student attrition is extensive, however 
there a scarcity of studies in Australia that have conducted longitudinal 
analysis examining the effectiveness of university-high school 
partnership intervention programs.  There is educational inequality 
across socioeconomic groups in Australia, which is apparent in relation 
to early high school withdrawal, educational aspirations to complete high 
school, and university attendance.  Throughout the literature, the 
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definition of aspiration is inconsistent.  As such, there is ambiguity in 
understanding what aspirations are.  Furthermore, researchers have 
defined educational aspirations in different ways and there are 
inconsistencies in the literature defining how educational aspirations are 
formed, the effect aspirations have, as well as whether aspirations 
actually make a difference to educational outcomes. 
Within the scope of this thesis, the Australian educational context 
is defined as: (a) primary school aged students, represented as students 
in prep (i.e., being their first year of school) followed by Grade 1 to Grade 
6. Student ages range from approximately five to 12 years old within a 
primary school setting (b) secondary school aged students, represent 
students in Year 7 to 12.  Student ages range from approximately 13 to 
18 years old (c) university age students are those that have completed 
Year 12.  Student eligibility for university is dependent upon them having 
obtained the required results in their Year 12 examination.   
Within the Australian educational system, there are three sectors.  
Government, Catholic and Independent schools.  As reported by the 
ABS (2018) In Australia in 2017, across these sectors, there were 
3,849,225 students enrolled in 9,444 schools.  65.6% of students were 
enrolled in government schools, 19.9% in Catholic schools and 14.5% 
in independent schools.  In 2016, there were 311,600 people aged from 
15 to 20 years who were enrolled in secondary schools, but not in 2017.  
Of these school levers, 82% completed Year 12 or the equivalent and 
59% were enrolled in study in a non-school institution (i.e., university, 
TAFE). 
Research Problems and Aims 
Designing a Measure of Educational Aspiration 
There are numerous measures used to investigate educational 
aspiration and the student characteristics predictive of educational 
aspiration (i.e., educational engagement, educational self-efficacy, 
achievement goal setting, perceptions of school quality, school 
friendships and life satisfaction).  These measures, however, vary 
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considerably.  As such, there is a lack of clarity regarding 
psychometrically-evaluated measures designed to assess high school 
student educational aspiration (Bernard & Taffesse, 2012; Gutman & 
Akerman, 2008).  A literature review highlighted the need to collate a set 
of measures that could provide a valid measure of identified student 
characteristics, in the context of examining high school student 
educational aspirations and the student characteristics predictive of 
educational aspiration.  This conclusion led to the formulation of the first 
and second aims: 
Aim 1.  To design an effective measurement tool of high school 
student educational aspiration and the predictors of educational 
aspiration. 
Aim 2.  To assess the correlations between student educational 
aspiration and the student characteristics that predict educational 
aspiration. 
University-High School Partnership Programs 
High school partnership intervention programs are diverse and 
expansive.  In an attempt to increase high school student aspirations and 
reduce student attrition, numerous interventions, such as those discussed 
by Lamb and Rice (2008), Gale et al. (2010) and What Works 
Clearinghouse (WWC, 2017) have been developed.  Interventions such 
as these will be outlined in this series of studies.  They focus on 
impacting students at risk of leaving high school prematurely by 
encouraging high school completion, and by increasing career 
aspirations and consequently university participation.   
The interventions examined in this thesis are implemented at all 
student year levels at high school, with differing degrees of intensity.  
These interventions address a range of criteria directed at the barriers and 
difficulties low socioeconomic students encounter when progressing 
through high school.  The criteria in the interventions examined in the 
following five studies include academic support and academic 
enrichment, which focus on aspects of numeracy and literacy support, 
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study skills, increasing academic engagement and increasing self-
efficacy.  Social interventions which address relationship building, 
school and peer bonding strengthening, how to increase self-esteem, 
career aspirations, and aspirations to finish high school and attend 
university.  Additionally, the university orientation interventions 
introduced students to university study with a university experience day 
and an overnight residential camp.  These interventions were aimed at 
increasing awareness of the possibilities of university education.  They 
highlighted the diversity and accessibility of university study, university 
facilities, university culture and student support services.  
High school student disengagement and eventual withdrawal is 
a cumulative process.  For many students, the decision to withdraw 
comes after a long process of disengagement (Jimerson, Egeland, 
Sroufe, & Carlson, 2000).  Current empirical research however, 
pertaining to disengagement is limited in providing guidance to schools 
and policy makers.  This is particularly so in regards to integrating 
effective interventions into multi-tiered frameworks, designed to 
address the student’s varying needs.  Furthermore, quality evaluations 
examining the multiple factors predictive of high school student 
attrition and educational aspiration are lacking.  Additionally, research 
establishing the effectiveness of attrition prevention programs is 
limited.  Moreover, evaluations of the effectiveness of university-high 
school partnership intervention programs, is inadequate.   
There are numerous studies of outreach programs designed to 
increase high school participation (WWC, 2017).  However, many have 
been criticised for lacking independence, as they are often evaluated 
within the program by program staff (Gale et al., 2010; NCSEHE, 2013).  
Furthermore, few studies conduct rigorous evaluations utilising 
comparison and control groups.  Additionally, there is an absence of 
studies measuring the impact of university high school partnership 
interventions.  Moreover, there remains a deficit in our knowledge 
regarding the types of interventions that affect the educational aspirations 
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of high school students from low socioeconomic backgrounds.  These 
considerations led to the third aim: 
Aim 3.  To assess the effectiveness of differing university-high 
school partnership intervention programs between treatment and control 
groups. 
Longitudinal Dynamics of Student Aspiration 
There is a scarcity of studies in Australia that have conducted 
longitudinal analysis examining the effectiveness of university-high 
school partnership intervention programs (Cunningham, Redmond, & 
Merisotis, 2003).  In particular, few studies conduct randomised designs 
with control and intervention groups.  Theoretical models of attrition and 
retention, for example, Astin (1984;1993), Bean (1981) and Tinto 
(1975;1987) have informed and guided intervention programs and may 
have been useful in moderating the influence of the socioeconomic gap; 
however, there are limited longitudinal studies measuring the impact of 
such interventions.   
Further, there is a lack of appropriate rigour with regards to 
randomised designs and the utilisation of control and intervention groups.  
Additionally, there are gaps in our knowledge concerning how the 
predictors of high school student aspirations change over the course of 
high school.  Understanding what influences educational aspirations will 
assist in streamlining future interventions programs.  These issues led to 
the fourth aim: 
Aim 4.   To assess how student characteristics that predict 
educational aspiration (i.e., educational engagement, educational self-
efficacy, achievement goal setting, perceptions of school quality, school 
friendships and life satisfaction) change over time. 
Research Overview 
To achieve these aims, a literature review and five studies were 
conducted.  Study 1 was intended to achieve Aim 1 and Aim 2 and 
concerned the development and implementation of a measurement tool 
designed specifically to assess the predictors of high school student 
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educational aspiration and the correlates of educational aspiration and 
student characteristics predictive of educational aspiration.  Additionally, 
this survey aimed to identify barriers and difficulties students from low 
socioeconomic backgrounds face in completing high school and 
accessing university.  This measurement tool was refined using factor 
analytic methods and qualitative feedback.  Studies 2, 3 and 4 were 
intended to achieve Aim 3. These studies involved three separate Year 7 
intervention programs, each designed specifically to increase high school 
student educational aspiration to attend university.  Each intervention 
program addressed different criteria, focusing on either numeracy and 
literacy, academic achievement or university orientation.  This study 
assessed the correlations and various student characteristics and 
experiences in relation to each intervention.  Study 5 was intended to 
achieve Aim 4 and examined one student cohort across four years of high 
school.  The initial student cohort data examined in Study 1 was used in 
this longitudinal study.  Students were tracked for four consecutive years 
in this longitudinal analysis from Year 7 through to Year 10.  This study 
examined the effectiveness of four intervention programs in increasing 
student educational aspirations.  In addition, this study examined how the 
predictors of educational aspiration changed over time.  Initial analysis 
concluded that there were no meaningful results pertaining to student age 
and family compositions.   As discussed in the literature the effect of 
gender is noticeable (Edgerton et al., 2008; Lamb et al., 2004; Wei-
Cheng & Bikos, 2000).  Initial analysis did examine gender however 
findings were not statistically significant and the analysis was therefore 
excluded. 
All five studies were interconnected and pertain to the 
examination of educational aspiration in relation to university-high 
school partnership intervention programs designed by Deakin University.  
Deakin Ethic approval was obtained for all five studies, in July 2012.  
See Appendix D for ethics approval.  This project was considered to be 
of low risk to the participants as there would be no negative implications 
with participating in the interventions or with being surveyed.   
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Thesis Structure 
This thesis comprises seven chapters and five appendices and has 
the following structure.  After Chapter 1: Introduction, Chapter 2 
presents a review of the literature on factors related to educational 
attainment, student attrition and student retention.  Chapter 3 presents a 
review of the literature on aspirations, student educational aspiration and 
intervention programs aimed at raising educational aspiration.  Chapter 
4 presents Study 1 on the development, refinement and pilot study of a 
questionnaire designed to measure student characteristics predictive of 
high school student educational aspirations.  Chapter 5 presents Study 2, 
3 and 4, which examines the effectiveness of three Year 7 intervention 
programs designed to increase low socioeconomic high school students’ 
educational aspiration to complete high school and attend university.  
Chapter 6 presents Study 5, which involves a longitudinal examination 
of one student cohort tracked from Year 7 to Year 10.  This study was 
designed to assess four intervention programs created to increase student 
educational aspiration, in addition to examining how student 
characteristics, predictive of educational aspiration change over time.  
Finally, Chapter 7 provides a detailed discussion of the implications of 
the findings in these studies.  The appendices for each study can be found 
in Appendix A (Study 1), Appendix B (Study 2, 3 and 4), Appendix C 
(Study 5), Appendix D (Ethics and related information) and Appendix E 
(Systematic literature review).  Collectively, these five studies address 
the overarching goal of the thesis; to examine student educational 
aspiration, the correlates of educational aspiration and assess how 
educational aspirations are influenced by university-high school 
partnership intervention programs. 
Summary 
In summary, these five studies formed a four-year longitudinal 
examination of the educational aspirations of students at low 
socioeconomic high schools in Melbourne and the Greater Geelong 
area.  Data utilised in this thesis were high school student survey data 
from four consecutive year levels (Years 7-8-9-10) at seven low 
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socioeconomic high schools for four successive years (2013, 2014, 
2015, 2016).  Table 1 details the year surveyed, the student year level 
and the student cohort data used in each study.   
  


























Enrichment      
2015 7 University 
Experience 
Day 
     
2014 8 Peer 
Mentor     
 
2015 9 Two-day 
University 
Camp 
    
 
2016 10 University 
Experience 
Day 




In conclusion, the development of a psychometrically sound 
instrument was identified.  Correlational relationships between 
educational aspirations and key predictors of educational aspiration were 
examined.  Additionally, this study psychometrically evaluate measures 
of the possible predictors of educational aspiration, using revised items 
that were based on already established measures.  It was further 
demonstrated that simple and relatively short intervention programs were 
insufficient to lead to lasting aspirational change for students.  
Additionally this study provided a detailed picture of how educational 
aspiration and related student characteristics changed from Year 7 to 
Year 10 in a low socioeconomic school environment.   
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CHAPTER 2.  
STUDENT ATTRITION AND RETENTION 
 
Introduction 
Research on the causes of student attrition is extensive. The 
proportion of people aged 20 to 24 with Year 12 attainment in Australia 
has gradually increased from 71% in 2001 to 78% in 2010 (ABS, 2012).  
Year 12 attainment contributes to a skilled workforce, ongoing economic 
development and improved standards of living (ABS). There is, however, 
educational inequality across socioeconomic groups.  In Australia, only 
60% of those students who are considered to be the most disadvantaged 
(i.e., the lowest socioeconomic group) complete high school, compared 
to 89% of students who are considered to have the most advantage (i.e., 
the highest socioeconomic group) (Lamb, Jackson, Walstab, & Huo, 
2015).  Students from low socioeconomic backgrounds are at a greater 
risk of limited future career opportunities and can experience 
considerable deficits in earning potential (Kozol, 1991; Turner & Lapan, 
2003).  This problem is amplified as students from low socioeconomic 
areas are more likely to attend underfunded schools (Rooney et al., 
2006). This disadvantage further affects educational opportunities and 
competitive access into university.  Deficits such as these perpetuate the 
disparity in educational attainment.  Internationally, patterns of high 
school completion are similar.  According to the OECD (2017), on 
average 76% of adults aged 25 to 64 within OECD countries have 
completed their secondary education.  In Australia, it was reported that 
77% of adults aged 25 to 64 had completed a secondary education.  In 
the United States and Canada, completing secondary education was 
reported at approximately 90%.  Further comparisons include Korea, 
which was 85%, the United Kingdom which was 79% and New Zealand 
which was 74% (OECD).   
This chapter examines educational disadvantage in relation to 
early high school withdrawal, educational aspirations to complete high 
school and attend university, and also examines key student 
CHAPTER 2:  STUDENT ATTRITION AND RETENTION 10 
 
characteristics predictive of high school withdrawal.  This literature 
review informs on the problems pertaining to the examination of student 
attrition and retention.  In addition, this literature review discusses the 
historical context of student attrition and retention and the accompanying 
attrition and retention models that dominate the literature.  The results 
from this systematic literature review indicated a gap in the research 
between what was understood about high school student attrition and 
retention in addition to intervention programs aimed at assisting students 
through high school and into university.  This review focused on peer 
reviewed empirical literature and aimed to highlight the need for 
additional high quality research in the area of student attrition and 
retention and intervention programs pertaining to the barriers and 
difficulties faced by low socioeconomic students in accessing further 
education.  For many students from disadvantaged background, leaving 
school is a process that comes after a long period of disengagement and 
individual risk factors exacerbate this problem.  The current body of 
empirical research provides minimal guidance to schools and policy 
makers with regards dropout intervention, risk factors and frameworks 
aimed at addressing low socioeconomic student need.  This systematic 
literature review comprised of two extensive searches; the first on student 
attrition and retention nationally and internationally, the second on 
student educational aspirations and intervention programs nationally and 
internationally. Refer to the Systematic Literature Review section in 
Appendix E for a detailed breakdown of the articles screened, reviewed 
and included in this research study. 
This chapter aims to inform the reader of the broad range of 
problems and exacerbating factors that relate to student educational 
disadvantage.  This section therefore consists of (a) a literature review 
examining the determinants of student attrition, (b) an examination of the 
evolution of student attrition and retention models, and (c) an 
examination of the determinants of high school student withdrawal.  
These complex and interrelated variables are important in understanding 
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the cyclical nature of reduced educational attainment and eventual 
withdrawal. 
Determinants that Influence Student Attrition 
Low socioeconomic background variables and the nature of 
school completion are invariably linked.  Low socioeconomic students 
more often reported that they found the curriculum difficult, irrelevant or 
unappealing (Lamb, Walstab, Teese, Vickers, & Rumberger, 2004).  As 
such, negative school attitudes, low self-esteem and limited educational 
aspiration manifest.  Lamb et al. (2004) maintained that students from 
disadvantaged backgrounds develop strong dispositions towards the non-
completion of school.  Lamb further indicated the cumulative effect this 
has on disengagement and underachievement, with the result of poor 
academic performance and early school leaving.   
Failure to complete high school can have detrimental effects on 
life outcomes.  For example, Farrington et al. (2012) reviewed the 
literature and observed that limited education combined with family 
poverty was associated with high family mobility, homelessness, 
parental incarceration, domestic violence and drug abuse.  Life stressors 
such as these manifest as precursors to a student failing to complete 
school and are observed in chronic absenteeism, low academic 
achievement and misbehaviour  (Farrington et al., 2012; Hammond, 
Linton, Smink, & Drew, 2007). 
Educational attainment also impacts health.  Higher levels of 
educational attainment are related to slower population growth, less 
poverty, a cleaner environment, healthier life choices, a healthier family, 
informed fertility choices and reduced infant mortality (McMahon, 2009; 
OECD, 2014b; Owens, 2004).  Muennig (2007), in a review exploring 
the health risks prevalent amongst those with lowered educational 
attainment, reported that students who do not graduate from high school 
were found to live six to nine years less, compared with a high school 
graduate - dying more often from cardiovascular disease, cancer, 
infectious diseases, lung disease and injury.  Decreased educational 
attainment filters down to every aspect of a sustainable lifestyle.  For 
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instance, compared to their graduating counterparts, students who leave 
school prematurely were found to more likely be unemployed (Sum, 
Khatiwada, McLaughlin, & Palma, 2009), to be earning a lower income 
if employed (Levin & Belfield, 2007), and to be recipients of government 
financial support (Waldfogel, Garfinkel, & Kelly, 2005).  Students who 
do not complete school are also more likely to have children who perform 
poorly at school, including leaving school prior to graduation, thus 
perpetuating this generational cycle of lowered educational attainment 
(Orfield, 2004).   
Educated adults are more diligent in ensuring that their children 
go to school (Stage, 1989).  As such, increasing educational attainment 
is fundamental to breaking the generational cycle of poverty and 
disadvantage (OECD, 2017; UNICEF, 2014a).  Future educational 
opportunities and competitive access into university is also impacted.  
Leaving school early is a downward spiral of failure, frustration and 
declining self-esteem.  For further details of the exacerbating factors that 
relate to school completion and the barriers and difficulties 
disadvantaged students face in completing their education, see Gale et al. 
(2010), James et al. (2008), Lamb et al. (2004) and Lamb et al. (2015). 
The Evolution of Student Attrition and Retention Models 
Student attrition and retention models focus on understanding the 
complexity of student behavioural characteristics in relation to early 
educational withdrawal.  Thelin (2010) discussed the historical context 
of student attrition and retention.  He noted that, since the 1970s, 
educational institutions have made a concerted effort to understand the 
complexity of student attrition after considering the financial losses to 
the individual and to society.  Theoretical literature has recognised 
considerable difficulties understanding student attrition and retention and 
evaluating the determinants that impact on attrition and retention.  See 
Cunningham et al. (2003), McQueen (2009), Rumberger (2011), Thelin 
(2010) and Tinto (2010) for further details.   
Considerable advances have been made in understanding the 
predictors of student attrition and retention.  Tinto (2010) suggested that 
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the broad characteristics related to student attrition and retention are 
reasonably understood, although a comprehensive model designed to 
inform institutional action was still needed.  The complexities of student 
behavioural models, student attrition and retention models and related 
theoretical frameworks have been extensively explored.  For further 
details, see Andres and Carpenter (1997), Bean (1980;1981), DesJardins, 
Ahlburg, and McCall (1999), McQueen (2009) and Tinto (2010).  There 
is however disagreement about the details of these theories (e.g., Bean, 
1980; Braxton & Lien, 2000; Cabrera, Castaneda, Nora, & Hengstler, 
1992) as to whether they accurately portray the student departure 
problem and whether they accurately inform on the decision making 
processes of students who leave. 
The understanding of student attrition and retention and the 
accompanying intervention programs is relatively recent.  Thelin (2010) 
noted that student intervention programs and understanding the 
complexity of attrition was a somewhat recent phenomenon.  From the 
mid 1940s through to the 1970s, an era known in America as the ‘Golden 
Age’ of higher education, a high student attrition rate was confirmation 
that the education was of a high standard and there was little tolerance 
for ‘slackers’.  This view, however, altered in the 1970s as institutions 
considered the financial losses to the individual and to society.  Thelin 
maintained that academic leaders were urged to look within their 
institutional data, as well as examine the institutional culture, to better 
understand why so many students were leaving prior to graduation.  
Institutions at this time also became more focussed on the institutional 
practices thought to underlie this attrition problem.  They began 
examining how best to support students in completing their degrees.  It 
was during this period that sociologists Ernest Pascarella and Vincent 
Tinto, amongst other higher education researchers such as John Bean and 
Partick Terenzini developed student tracking and prediction 
methodologies to analyse attrition.  Since this time, various models of 
student attrition and retention and related intervention programs, have 
continued to develop (Thelin, 2010). 
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The evolution of attrition and retention models constitutes a large 
body of research informs, amongst other things, institutional practices, 
student intervention programs and student services.  Understanding 
student attrition, however, as discussed by Bean (1981) and Tinto (2010), 
is problematic.  Andres, Adamuti-Trache, Yoon, Pidgeon, and Thomsen 
(2007) further argued there is ambiguity in results in relation to the 
attrition and retention models and Swail (2004) highlighted the 
complexities of human nature, further corroborating the shortcomings 
and difficulties of conclusively supporting the validity of one model over 
another.   
Moreover, there is confusion in terminology.  Tinto (2010) 
argued that the terminology that constitutes student attrition, retention 
and persistence is ambiguous.  Tinto maintained that conflicting 
definitions and measures are a cause of misunderstanding.  Definitions 
on the one hand define persistence as the completion of university, 
whereas on the other, define persistence as fulfilling the intended goal 
the student had when they started at university.  This is also mirrored at 
high school were graduating from Year 12 is considered a success, 
whereas leaving in Year 10 to pursue a trade is considered to be early 
high school withdrawal.  In addition, the distinction between voluntary 
and non-voluntary leaving is problematic.  The differentiation between 
the two is unclear.  For instance, Tinto (2010) noted that a lack of 
personal contact (e.g., intermittent enrolment) is classified as voluntary 
withdrawal, whereas leaving because of events that arise from external 
factors (such as family commitments that stop a student from attending) 
are classified as non-voluntary withdrawal.  Furthermore, the 
differentiation between continuous or discontinuous enrolment creates 
confusion as some studies do not distinguish between completion that is 
the result of continuous enrolment at an institution or as a result of 
discontinuous enrolment occurring through transfer to another institution.   
Theoretical Models of Student Attrition and Retention 
The theoretical models that underpin student attrition and 
retention research are comprehensive and address a broad range of 
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factors pertaining to student departure.  These models underpin student 
attrition and retention research, intervention programs and institutional 
policy.  They inform on identifying students at risk of leaving 
prematurely.  These models address the variables considered essential to 
understanding student attrition, such as family background 
characteristics, the barriers and difficulties students face in completing 
their studies, the types of student services needed, the design and 
implementation of intervention programs, and the policies and practices 
institutions need to adopt in order to help student succeed in further 
education.  
The evolution of student attrition and retention theoretical models 
is presented in Figure 1.   As discussed by Andres and Carpenter (1997), 
Bean (1980) and Tinto (1987), Durkheim’s theory of suicide set the 
groundwork for countless student attrition and retention models.  The 
models of Emile Durkheim, William Spady, Alexander Astin, Vincent 
Tinto, John Bean, James Price, Ernest Pascarella, Martin Fishbein and 
Icek Ajzen are the cornerstone of student attrition and retention research 
and these models are inextricably linked.  Tinto and Bean’s theories of 
attrition and retention are now at the forefront of this research and lead 
the way in the examination of student attrition and retention.  Tinto's 
(1975;1987;1993) interactionist theory of student departure is discussed 
as having attained near paradigmatic status (Braxton, Shaw Sullivan, & 
Johnson, 1997).  
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Figure 1 conceptually draws together a diagram of the 47-year 
evolution of the dominant attrition and retention theoretical models, most 
cited throughout the literature. 
  The evolution of student attrition and retention models 
 
These models are interconnected, blended and overlapping in 
theory and ideology, with each model greatly influenced by its 
predecessors.  Dominating the theories of attrition and retention research 
is Tinto's (1975;1987;1993) Student Integration Model (for further 
details see Ackerman & Schibrowsky, 2007; Andres & Carpenter, 1997; 
Kuh, Kinzie, Buckley, Bridges, & Hayek, 2006; McQueen, 2009; Swail, 
2004). Tinto’s (1975) model was greatly influenced by Spady (1970) 
who considered student departure the result of longitudinal processes.  
Spady maintained that background characteristics, (specifically family, 
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academic and socioeconomic factors) were essential to assimilation and 
social integration.  Spady’s theory was influenced by Durkheim's (1951) 
theory of suicide, which maintained that individuals who shared values 
with a group were less likely to commit suicide (an analogy to dropping 
out of university) and that, individuals were less likely to commit suicide 
(or drop out of university) if they had friendship support.  Tinto’s models 
are therefore based on this premise that social and academic integration 
is fundamental to student attrition.  Low solidarity and the associated 
feelings of isolation and withdrawal are in contrast to high solidarity and 
increased integration, which are considered key determinants of student 
failure or success respectively.   
Numerous studies on social and academic integration validate 
Tinto’s model of student integration (Allen, 1994; Allen, 2007; Cabrera, 
Stampen, & Hansen, 1990; Cash & Bissel, 1985; Jean, 2010; Pascarella 
& Terenzini, 1979; Schurr, Ruble, Palomba, & Pickerill, 1997; Stage, 
1988).  Tinto’s model also describes social and academic integration as 
influenced by background characteristic, which include family 
background, individual attributes and pre-schooling experiences that 
interact with each other and influence goal commitment and institutional 
commitment.  Goal commitment leads to higher grade performance, 
which in turn leads to academic integration and the reduced likelihood of 
a student choosing to leave their education prematurely.  Social 
integration produces peer and group interaction, which leads to better 
social integration.  This in turn increases institutional commitment, 
which also reduces the likelihood of leaving early.   
The influence of social and academic integration on student 
success is well established.  For instance, Allen (1994) examined student 
withdrawal with the analysis interpreted in terms of Tinto’s Student 
Integration Model and Bean’s Student Attrition Model.  Allen found 
three characteristics distinguishing persisters from non-persisters.  These 
were greater family encouragement, better academic performance and a 
greater commitment to the institution.  Allen (2007) examined the 
academic performance, motivation and social connectedness of 6872 
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students.  They found that academic performance had large effects on the 
likelihood of retention with institutional commitment and social 
connectedness also having direct effects on retention.  Characteristics 
such as family background and high school grades are also essential in 
influencing social and academic experiences and integration.  The 
interaction between background characteristics and academic success or 
failure is central to the student departure problem. Edgerton, Peter, and 
Roberts (2008) and Fergusson, Horwood, and Boden (2008), in a study 
of 28,000 students, examined the extent to which socioeconomic 
background impacted on educational inequality.  The uneven 
socioeconomic distribution was highlighted.  For reviews see Valentine 
et al. (2009) and for a report see Cowen, Fleming, Witte, and Wolf (2011).  
Additionally studies by Edgerton et al. (2008), Fergusson, Horwood, and 
Boden (2006), Jacobs and Harvey (2005), Jimerson et al. (2000), 
Marjoribanks (2003), Marjoribanks (2005)  and Stage (1988) identify 
student background characteristics as important determinants of 
academic success or failure.   
Also dominating the student attrition and retention models is the 
Student Attrition Model (Bean, 1980;1981). For a summary of this model, 
see Ackerman and Schibrowsky (2007).  This model draws the parallel 
between student withdrawal and job resignation.  The theoretical 
perspectives of Price's (1977) Employee Turnover Model influenced 
Bean’s (1980;1981) adaptation and draws the comparisons between 
students as employees and members of an organisation.  Background 
variables such as past achievement and socioeconomic status, coupled 
with institutional characteristics such as policies and support services, 
influence satisfaction or dissatisfaction and resultant commitment or 
non-commitment to stay (Ackerman & Schibrowsky, 2007). Variables 
that increase or decrease satisfaction are considered within the 
institutions control and can be encouraged or discouraged; satisfied 
workers therefore stay and dissatisfied workers leave (Bean, 1981).  This 
model of attrition and retention identified four classes of variables: 
organisational, environmental attitudinal and outcomes.  Bean’s 
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modification of Price’s model, incorporated additional background, 
organisational and environmental determinants, which are considered 
influential to the students’ interaction with the organisation, as well as 
their ‘organisational fit’ and commitment to the institution.  Bean and 
Metzner (1985) and Metzner and Bean (1987) further extended this 
model in response to the lack of research and theory examining non-
traditional student cohorts. 
Alongside the influential models of Spady (1970), Price (1977), 
Tinto (1975) and Bean (1980) is Astin's (1977) Input, Environment and 
Output Model (see Terenzini (1997) and McQueen (2009) for further 
details).  This model incorporated ‘input variables’ such as gender, race 
and academic ability, precollege ‘environments’ such as family and 
school, and college environments that included peers, living 
arrangements and faculty interactions.  These contribute to a student’s 
‘output’ such as persistence.  This theory of attrition and retention further 
developed into Astin’s (1984;1993) Theory of Student Involvement, 
which established that the more involved a student becomes, the greater 
the likelihood of persistence and retention (Flores, 2007).  For Astin, the 
critical factors of involvement were behavioural and included the 
necessity for students to separate themselves from past relationships to 
allow themselves to integrate effectively (McQueen, 2009).  Ernest 
Pascarella was also influential in the area of student attrition and 
retention (see Andres and Carpenter (1997) for further details). 
Pascarella’s (1980) model relied heavily on socialisation processes such 
as shared values and friendship support, similar to that of Spady and 
Tinto (Bean & Metzner, 1985; Pascarella, 1980).  Pascarella’s model, as 
discussed by Andres and Carpenter, focused on background 
characteristics interacting with institutional factors such as faculty 
contact, which influences satisfaction, educational aspirations, personal 
and intellectual development and persistence.  This model is based on 
organisational behaviour and suggests that effective social learning and 
normative values and attitudes are strongly influenced by informal 
interactions with the agents of socialisation.   
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Additionally, there are psychological theories, such as Fishbein 
and Ajzen (1975) whose model of attrition and retention is one of the 
early attempts to understand why student fail to graduate (see Andres and 
Carpenter (1997) and Miniard and Cohen (1981) for further details).  
Fishbein and Ajzen’s Behavioural Intentions Model examined attitudes, 
beliefs and norms in relation to a student’s intentions being the product 
of beliefs that influence attitudes towards a particular behaviour.  
Summarised by Andres and Carpenter, this model considered student 
intentions a function of two factors: one’s attitude towards the behaviour 
and one’s subjective norm.  This model was designed to represent the 
effects of attitudes and subjective norms on intentions (see Miniard and 
Cohen (1981) and Andres and Carpenter (1997) for more details).  The 
decision to leave before graduation was therefore considered the result 
of past behaviours, attitudes and subjective norms driving behaviour 
through intent.  Attinasi (1986) expanded upon Fishbein and Ajzen (1975) 
to examine student retention based on the student’s perceptions of 
experiences and attitudes, encountered prior to and during their 
educational years (see Andres and Carpenter (1997) for further details).  
Student persistence therefore resulted from student perceptions and 
analysis of the everyday world, which acted on their perceived meanings.  
This model was based on two sociological models: (a) symbolic 
interactionism, which contended that meanings result from the 
interaction of the student with others, and (b) ethnomethodology, which 
concerned how people perceive, describe and explain the world they live 
in (Andres & Carpenter).  Eccles (1983) developed this model on the 
premise that prior achievement influenced future achievement 
behaviours by influencing family encouragement and self-concept, in 
relation to perceptions of task difficulty, student goals, and expectations 
for success and values.  In addition, Ethington (1990) developed a model 
that was influenced by Tinto (1975) and took into account the conceptual 
schemas of the student by including student goals.  Ethington’s 
Psychological Model further examined the ideas put forward by Eccles 
(1983) about achievement behaviours such as persistence, choice and 
performance.  See Andres and Carpenter (1997) for further details.  Bean 
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and Eaton (2001) also developed a psychological model, based on 
Fishbein and Ajzen (1975), which addressed the psychological processes 
that led to social and academic integration. 
It has been argued that the dominant retention and attrition 
models ignore the perspectives of those students from culturally diverse 
and non-traditional backgrounds (see McQueen, 2009; Irwin, 2010;  
Valentine et al., 2009 for further details).  As such, non-traditional 
student models, in relation to the departure problem, have been 
designed to better understand the barriers faced by diverse, minority 
and disadvantaged students.  The Role of Friends Model (Nora, 1987), 
Ability To Pay Model (Cabrera et al., 1990), the Integrated Retention 
Model (Cabrera et al., 1992), and refined Ability To Pay Model (St 
John, Cabrera, Nora, & Asker, 2000) and address non-traditional 
students’ barriers and difficulties to accessing higher education.  Tinto 
(1987) Revised Model of Student Integration and Tinto’s (1993)  model 
as discussed by St John et al. (2000) also address non-traditional 
student factors. 
Contemporary models of attrition and retention include more 
holistic approaches to the attrition problem and include formal and 
informal interactions that influence student experiences. For example, a 
contemporary model of attrition and retention is described by Kirby 
(2015) in which the causal effects of external exogenous factors and the 
multifaceted internal endogenous factors are considered.  This new 
model is, however, based on the work of Spady, Tinto and Bean, and 
consists of five factors: external, precollege, internal, adaptation and 
outcomes, and includes national and educational climates, which are 
political, economic and social and are considered to directly impact on 
environmental variables.  Latz (2015) also addressed student attrition and 
retention with an emergent model of community college student 
persistence, in a bid to better understand student attrition at community 
colleges.  This model is based on constructs derived from the traditional 
models described by Bean, Spady and Tinto, yet includes habitus 
CHAPTER 2:  STUDENT ATTRITION AND RETENTION 22 
 
dissonance, which is considered to spark goal commitment to further 
education or the decision to leave.  
Parallels with High School Attrition 
Student attrition and retention within a higher education 
environment and a high school environment parallel one another.  For 
instance, the theoretical model set out by Hemming (1996) depicts senior 
secondary school achievement and details eight external variables: 
family background, age, gender, locus of control, academic integration, 
social integration, goal commitment and school commitment.  These 
constructs derive from the traditional models described by Bean (1981), 
Spady (1970) and Tinto (1975).  School completion and early leaving is 
also modelled by Lamb et al. (2015).  This conceptual model of attrition 
and retention is based on four separate dimensions that originate from 
the dominant models of attrition and retention.  Early school completion 
or withdrawal incorporates a diverse set of dimensions. These are 
outcomes - being the product of the processes involved in either 
completion or leaving; dispositions – which reflect attitudes, behaviours 
and achievement; student characteristics - which relate to background 
attributes; and context - which represents institutional determinants, such 
as academic and work dispositions.  The characteristics in this model 
originate from Fishbein and Ajzen’s (1975) Psychological Model, 
Astin’s (1977) Input, Environment and Output Model, Tinto’s 
(1975;1987;1993) Student Integration Model, Bean’s (1980) Student 
Attrition Model and Pascarella’s (1980) Student Faculty Informal 
Contacts Model.   
High school attrition theories, as with those about higher 
education, represent the process of completing or leaving school as a 
dynamic process.  Leaving school prior to graduation, as discussed by 
Rumberger (1995), is the result of a final stage in a cumulative process 
of engagement or withdrawal.  Lamb et al. (2004) identified the 
interaction of four factors - underachievement, poor academic motivation, 
disengagement and poor peer relationships - as significant predictors of 
early school leaving.  Lamb et al. further claimed that early school 
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leaving is the inter-relationship of four dimensions: school engagement, 
academic engagement in learning, education and work aspirations.  A 
student may withdraw because of a loss of motivation in doing their 
school work (academic engagement), because they don’t identify with 
the school goals anymore (school engagement), because they would 
prefer to get a job rather than be at school (work and educational 
aspirations) or because of an established historical record of failure 
(academic achievement).  Lamb et al’s conceptual model further 
identified four dimensions based on empirical research.  These are 
outcomes – being the product of the process of completion or early 
school leaving; dispositions – which reflect attitudes, behaviours and 
achievements and include engagement, education and work aspirations 
and academic achievement; student characteristics – which concern 
student background attributes; and context – which concerns institutional, 
contextual and policy settings that continually shape and modify student 
characteristics, such as academic and work dispositions.  The 
characteristics in this model originate from Fishbein and Ajzen’s (1975) 
Psychological Model, Astin’s (1977) Input, Environment and Output 
Model, Tinto’s (1975;1987;1993) Student Integration Model, Bean’s 
(1980) Student Attrition Model and Pascarella’s (1980) Student Faculty 
Informal Contacts Model.   
As discussed by Tinto (2010) much of the work on attrition and 
retention makes the assumption that knowing why students leave early is 
equivalent to knowing why they stay and succeed; this, however, is not 
the case.  Tinto suggested that the theoretical work on student success 
has generally been done in isolation, while studies on institutional action, 
focus on different aspects at different institutions.  The results of these is 
that no comprehensive model of action has been provided.  Key 
recommendations on addressing the high school student attrition 
problem have, however, been provided in practice guides, similar to 
those made in Dynarski et al. (2008).  These recommendations include 
the use of data systems to identify at-risk students; adult advocates to 
assist at-risk students; academic support and enrichment; implementation 
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of programs to improve classroom behaviour and social skills; 
personalised learning environments; and relevant instruction to better 
engage students (see Freeman & Simonsen, 2015, for further details).  
Practice guides, however, as argued by Mac Iver and Mac Iver (2010), 
do not address this integration within a single comprehensive model.  
High school attrition, as suggested by Freeman and Simonsen, needs to 
be tackled by giving particular attention to the integration of practices 
into a multi-layered system of support that addresses the needs of 
students in an effective and proactive manner.  See Freeman and 
Simonsen (2015) for a comprehensive review of the literature on policy 
and practice.  Additionally, see Freeman et al. (2015) for an analysis 
related to school-wide interventions and supports.  Further, see Dynarski 
et al. (2008) for specific evidence-based recommendations addressing 
the challenges of reducing high school attrition. 
Determinants of High School Withdrawal  
Examining high school student attrition and retention is relatively 
recent.  It was not until the late 1980s and early 1990s that high schools 
made a concerted effort to develop intervention programs designed to 
prevent at-risk students from leaving school before graduation (Koenig 
& Hauser, 2010).  The student attrition and retention models discussed 
previously are the foundations for research on high school and primary 
school student attrition and retention.  Additionally, these attrition and 
retention models inform on the design and implementation of 
intervention programs aimed at reducing student attrition.   
As discussed throughout the models of attrition and retention, key 
factors influence a student’s decision to leave their education and these 
factors start early in a child’s academic trajectory.  For instance, Jimerson 
et al. (2000), in a 19-year longitudinal study of high school attrition, 
found that many students who chose to leave high school early did so 
after a long process of disengagement.  This is consistent with Lamb et 
al. (2004), in an extensive report on improving student retention, which 
verified that leaving school before graduation is not a spontaneous event; 
it is a cumulative process that has been considered for some time.  This 
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process of high school withdrawal, discussed extensively by Lamb and 
Markussen (2011), Rumberger and Lim (2008) and Rumberger (2011), 
is influenced by socioeconomic factors, family structure, and 
demographic factors such as ethnicity and gender, in addition to 
individual characteristics such as previous school experiences, attitudes 
towards school and school achievement.  Lamb et al. (2004) considered 
these determinants as interrelated and produce the dispositions that 
influence a student’s decision to stay or leave school.   
A student’s gradual disengagement and eventual withdrawal 
from school is also influenced by student characteristics.  Numerous 
characteristics impact on a student’s educational aspiration to complete 
high school and attend university.  Within this research study, the 
characteristics that were examined included educational engagement, 
achievement goal setting, perceptions of school quality, educational self-
efficacy, school friendships and life satisfaction.  These six constructs 
are found to predict student educational aspiration and intentions to 
complete high school.  Empirical studies confirm the relevance of 
educational engagement (Fredricks, Blumenfeld, & Paris, 2004; 
Kortering & Braziel, 2008; Wang & Holcombe, 2010), goal setting (Lens, 
Simons, & Siegfried, 2002), school quality (Bean, 1981; Kuh, 2001; 
Tinto, 1975), self-efficacy (Bandura, Barbaranelli, Caprara, & Pastorelli, 
2001; Gutman & Schoon, 2012), school friendships (Ellenbogen & 
Chamberland, 1997; Kaplan, Peck, & Kaplan, 1997; Rumberger, 1995) 
and life satisfaction (Hendricks et al., 2015; Miller, Connolly, & Maguire, 
2013) as highly applicable to understanding educational success.   
The determinants of high school withdrawal and the 
characteristics represented can also be examined in relation to 
Bronfenbrenner’s ecology of human development.  Bronfenbrenner 
(1977) presents a synthesis of characteristics as being mutual and 
progressively accommodating, throughout the lifespan; the processes of 
which are affected by the relationships within and between these 
structures.  Bronfenbrenner discusses these structures as microsystem; 
being the influence of the person’s environment in the immediate setting 
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such as home, school or workplace; the mesosystem, comprising 
interrelations among the major settings such as interactions among 
family members, school and peer groups; the exosystem, being an 
extension of the mesosystem, encompassing specific social structures, 
formal or informal, that impinge upon immediate settings, such as 
societal institutions, neighbourhood, mass media, government agencies 
and; macrosystems, which refer to the overarching institutional patterns 
and ideologies of culture or subcultures such as economic, social, 
educational, legal and political systems of which micro, meso and 
exosystems are concrete manifestations (Bronfenbrenner). 
Early Intervention Programs 
The association between a child’s early academic histories and 
high school achievement are well established.  The benefits of preschool 
intervention programs have been shown to improve high school 
graduation rates by as much as 22% (Hammond et al., 2007).  In a report 
by Hoddinott et al. (2002) on children’s educational attainment, a child’s 
past attainment was found to have a significant relationship to their future 
achievements.  Further, early educational experiences, as found in 
longitudinal studies by Alexander, Entwisle, and Horsey (1997) and 
Jimerson et al. (2000), effect a student’s decision to leave high school 
before graduation.  Jimerson et al. discuss an association between the 
early developmental histories of academic achievement, problem 
behaviours, peer relations and parent involvement, as primary predictors 
to leaving high school prior to completion.  Primary school 
disengagement is further discussed by Jimerson et al. and Cunningham 
et al. (2003) as being apparent when young students fail to become 
involved in either the academic or social aspects of school.  Low grades, 
poor peer relations and behavioural problems are evident as an ongoing 
process.  This in turn leads to poor performance, failure to do homework, 
lack of participation in extracurricular activities and frequent 
absenteeism, followed by total disengagement.   
School disengagement is evident at an early age.  The process of 
disengagement is found by Jimerson et al. (2000) and Alexander, 
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Entwisle, and Kabbani (2001) as being evident as early as grade one, 
with the pattern of a child’s educational trajectory set by grade three.  
There is a growing body of research that discusses early intervention 
programs starting as early as preschool and that these are considered a 
valuable investment to the child’s academic future (e.g., Hammond et al. 
(2007), Rumberger (2011), Cunningham et al. (2003). 
Family Background Characteristics 
A student’s background characteristics are made up of numerous 
features.  Family background includes the mother and father’s education 
and whether the student is the first in family to graduate.  Additionally, 
background characteristics pertain to culture and socioeconomic status.  
Further background variables relate to past school experiences and 
achievement (whether it be academic, social or institutional).  Individual 
student characteristics also include, skills, abilities and aptitude as well 
as personality, aspirations, goals, values and interests.   
Student background characteristics are central to student success.  
For reviews, see Bean (1981), James et al. (2008), Lamb et al. (2015), 
Lamb and Rice (2008), McQueen (2009) and Tinto (1975;2010).  Studies 
have found family encouragement and support lead to improved 
academic achievement and is an important factor in regard to retention 
(e.g., Garg, Melanson, & Levin, 2007;  Sheldon & Van Voorhis. 2004).  
Additionally studies have found that greater parental educational 
attainment is associated with greater educational attainment of children.  
For example, Buissink-Smith, Spronken-Smith, and Walker (2010), 
Cochran, Wang, Stevenson, Johnson, and Crews (2011) and Stage (1989).  
It was found by Stage that a mother’s educational level positively 
influenced persistence and academic integration.  Further, Hoddinott, 
Lethbridge, and Phipps (2002) found that a mother’s increased 
educational level, such as a university degree, was particularly influential 
on the student’s increased test scores.  This was in contrast with the 
lowered test scores of children whose mother did not complete high 
school.  
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Low Socioeconomic Status 
Socioeconomic background, as discussed in reports and 
theoretical discussions, acknowledge that background is an essential 
predictor in influencing social and academic integration, which in turn 
determines greater or lesser academic achievement and academic success.  
The link between socioeconomic status, with the decreased likelihood of 
completing high school or further education is widely documented. For 
further information, see reports by Bowden and Doughney (2010), 
Bradley, Noonan, Nugent, and Scales (2008), Dynarski et al. (2008), 
Hammond et al. (2007), Hoddinott et al. (2002), James et al. (2008), Kuh 
et al. (2006), Lamb et al. (2015), Rumberger (2011; 2013) and Zipin, 
Sellar, Brennan, and Gale (2015), in which the issues pertaining to 
socioeconomic disadvantage and reduced educational achievement and 
highlighted.  Additionally, for theoretical discussions see Autiero (2015), 
Bean (1981), McQueen (2009) and Tinto (1975). 
Educational Aspiration 
It has consistently been found that students from disadvantaged 
backgrounds have significantly lower aspirations to complete high 
school compared with their more affluent peers (Kerckhoff, 2004; 
Schnabel, Alfeld, Eccles, Köller, & Baumert, 2002).  Students with 
higher educational aspirations therefore have a greater likelihood of 
engagement in educational activities, which in turn increases the 
opportunity for academic success (Uwah, McMahon, & Furlow, 2008).  
Considerable research over the past 20 years has focused on this 
achievement gap between students from low socioeconomic background 
and their wealthier counterparts (Bowden & Doughney, 2010; Edgerton 
et al., 2008; James et al., 2008; Uwah et al., 2008).  Examining the 
aspirational inequalities that exist between differing socioeconomic 
groups is considered fundamental to understanding the barriers faced by 
students from disadvantaged backgrounds.  This is highlighted in a study 
of Australian high school youth by Bowden and Doughney (2010).  
Educational aspiration has been found to differ, not only according to 
socioeconomic status (Edgerton et al., 2008) but also according to 
CHAPTER 2:  STUDENT ATTRITION AND RETENTION 29 
 
ethnicity (Marjoribanks, 2003; Uwah et al., 2008) gender (Edgerton et 
al.; Wei-Cheng & Bikos, 2000) and family composition, such as single 
parent households (Garg et al., 2007). 
The association between educational aspiration and higher 
educational attainment is well established.  Arbona (2000), in a review 
of selected theories related to the development of academic achievement 
in school children, noted that a student’s educational aspiration is 
developed early in their academic career and is influenced through 
participating in educational opportunities.  Student educational 
aspiration has been continually reported in young people as a significant 
predictor of persistence in schooling (Bui, 2007; Tinto, 1987), in 
academic motivation (Domene, Socholotiuk, & Woitowicz, 2011), and 
in educational and career attainment (Andres et al., 2007; Eccles, 2009; 
Garg et al., 2007; Wei-Cheng & Bikos, 2000).   
Academic achievement also impacts on student educational 
aspiration.  Poor academic preparation as discussed by Roderick, 
Nagaoka, and Coca (2009), was found to lead to lower educational 
aspiration and lower self-esteem, as well as to lower self-concept (Garg 
et al., 2007; Uwah et al., 2008) and a lower sense of school belonging 
(Wang & Eccles, 2012).  Conversely, higher educational aspiration was 
associated with higher educational achievement, better occupational 
opportunities and higher wage attainment in adulthood (Mello, 2008; 
Schoon, Martin, & Ross, 2007).  Educational aspiration has been 
consistently reported in young people as a predictor of persistence with 
schooling (Bui, 2007), academic motivation (Domene et al., 2011), and 
educational and career attainment (Andres et al., 2007; Eccles, 2009; 
Garg et al., 2007; Wei-Cheng & Bikos, 2000).  Refer to Chapter 3 for a 
detailed discussion of aspirations. 
 Student Characteristics  
Educational aspirations are affected by numerous student 
characteristics that contribute to the student’s educational success.  
Within the literature, key student characteristics have been identified.  
For parsimony, only the key literature and empirical studies pertaining 
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to the examination of these constructs have been discussed.  
Furthermore there are numerous other factors that impact student 
educational aspirations, such as previous educational attainment and 
valuing education. These were however, not examined in this study for 
the sake of parsimony.  
The following six constructs have been shown to predict student 
educational aspiration and intentions to complete high school and 
attend university.  Empirical studies confirm the relevance of 
educational engagement (Fredricks et al., 2004; Kortering & Braziel, 
2008; Wang & Holcombe, 2010), goal setting (Lens et al., 2002); 
school quality (Bean, 1981; Kuh, 2001; Tinto, 1975), self-efficacy 
(Bandura, Barbaranelli, et al., 2001; Gutman & Schoon, 2012), school 
friendships (Ellenbogen & Chamberland, 1997; Kaplan et al., 1997; 
Rumberger, 1995), and life satisfaction (Hendricks et al., 2015; Miller 
et al., 2013) as important factors to assessing educational success.  As 
such, the following student characteristics were examined as predictive 
of educational aspirations.  These student characteristics formed the 
basis of the five studies in this thesis.  These studies will therefore 
examine student educational aspirations and the additional six student 
characteristics, in relation to the effectiveness of university-high school 
partnership intervention programs. 
Engagement.  High levels of student engagement are found to be 
crucial to improved academic performance and an increased likelihood 
of school completion.  The construct of engagement encompasses 
emotional, cognitive behavioural and social engagement factors.   
Engagement, as described by Lamb et al. (2004), refers to a student’s 
social engagement and the adoption of institutional norms, such as 
attending school, appropriate behaviours, peer relationships and getting 
along well with teachers.  Engagement is additionally described by 
Archambault, Janosz, Fallu, and Pagani (2009) and Fredricks et al. (2004) 
as multidimensional in nature, and is further defined by Hazel, 
Vazirabadi, and Gallagher (2013) as a malleable construct.  Wang and 
Eccles (2012) consider engagement to be shaped by environmental 
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factors such as school context.  They found a significant relationship 
between declining engagement and declining grade point averages.  
Similarly, Fall and Roberts (2012) found that increased engagement in 
Year 10 decreased the likelihood of high school withdrawal at Year 12.  
Engagement is considered by Lamb et al. (2004) as essential to academic 
success, findings demonstrated in studies by Archambault et al. (2009), 
Fall and Roberts (2012), Hazel et al. (2013) and Wang and Eccles (2012).  
As discussed by Barrington and Hendricks (1989) and Lamb et al. (2004), 
poor high school engagement can be followed by discipline and truancy 
problems, both of which are key markers predicting disengagement and 
eventual school withdrawal.   
Student engagement and disengagement are driven by social and 
academic factors.  Lamb et al. (2004) asserted that engagement is 
essential to student retention.  High levels of engagement not only 
improve academic performance as noted by Hazel et al. (2013), it also 
improves adolescent wellbeing (Archambault et al., 2009) and, as found 
by Fredricks et al. (2004), Kortering and Braziel (2008) and Wang and 
Holcombe (2010), it improves overall educational success.  A consistent 
relationship has been demonstrated between poor school engagement 
and decreased academic achievement (Caraway, Tucker, Reinke, & Hall, 
2003; DiPerna, Volpe, & Elliott, 2005; Finn & Rock, 1997; Wu, Hughes, 
& Kwok, 2010) as well as a greater likelihood of early withdrawal 
(Alexander et al., 1997; Sinclair, Christenson, Lehr, & Anderson, 2003).  
Increasing engagement, as highlighted by Appleton, Christenson, Kim, 
and Reschly (2006) and Jimerson, Campos, and Greif (2003), therefore 
offers enormous potential when structuring intervention programs aimed 
at low academic achievement, boredom and poor retention rates. 
Achievement Goal Setting.  A student’s goals are described as 
their quest for education.  As discussed by Mouratidis, Vansteenkiste, 
Lens, Michou, and Soenens (2013), a student’s goals are their pursuit of 
learning and completion and are an important determinant to school 
related functioning.  Goal approaches are represented in Achievement 
Goal Theory, which is a prominent area of research.  See Senko, 
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Hulleman, and Harackiewicz (2011) and Harackiewicz, Barron, and 
Elliot (1998) for further details.  Achievement Goal Theory, as discussed 
by Dweck (1986), was developed as a way to understand the adaptive 
and maladaptive nature of achievement challenges.  Mastery and 
performance goals as discussed by Harackiewicz, Barron and Elliot can 
be representative of alternative ways of thinking and Dweck and Leggett 
(1988) argued that these goals promote distinct patterns of cognition, 
affect and behaviour in achievement setting.  According to Dweck and 
Leggett, pursuing mastery goals involved a focus on learning because the 
individual wants to develop and improve competencies, thus seeking out 
challenges and persisting even when tasks become difficult.  In contrast, 
performance goals focus on an individual’s performance compared with 
others and is a demonstration of ability.  Lens et al. (2002) asserted that 
performing and achieving at school are intentional goal-orientated 
pursuits in which students have different reasons for studying.  For the 
majority of high school students, future educational and professional 
goals are fundamental motivational resources.  Goal setting research has 
conclusively demonstrated that specific, short-term goals improve 
individual academic performance significantly more so than when no 
goals are set (Locke, Shaw, Saari, & Latham, 1981; Matsui, Okada, & 
Kakuyama, 1982; Punnett, 1986).  The process of setting direct goals was 
found by Rakestraw and Weiss (1981) to provide an incentive to perform 
and promote pride in accomplishment.  Additionally, long-term future 
goals were found by Andriessen, Phalet, and Lens (2006) to enhance 
students’ motivation to learn when there was a perceived positive 
connection between present school tasks and future goals pursuits.  
Perceptions of School Quality.   School quality consists of 
numerous characteristics.  According to Mortimore and Stone (1991), the 
assessment of school quality is complex, subjective and value-based.  As 
described by Lee and Burkam (2003), school quality constitutes the 
school structure, such as school size or whether the school is public or 
private; the academic organisation within the school, in particular the 
curriculum offered; and the social organisation, which is concerned with 
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how well the teachers interact and have a relationship with the students.  
Ackerman and Schibrowsky (2007) describe school quality as 
institutional characteristics, such as policies and student support services.  
Peer relationships and supportive staff also contribute to the student’s 
perception of a supportive environment and improved institutional 
quality (Pascarella, Seifert, & Blaich, 2010).  According to Mortimer and 
Stone, however, school quality is difficult to define.  Gibbons and Silva 
(2011), in a study of school quality and parent satisfaction, found that 
while parents see the quality of a school as based on academic 
achievement, students do not.  The perceived quality of a high school 
directly influences a range of factors, which include student educational 
aspiration and likelihood to attend university (Jennings, Deming, Jencks, 
Lopuch, & Schueler, 2015).  Conversely, a lack of connection with the 
school sends a message that the institution does not care (Ackerman & 
Schibrowsky, 2007). Pascarella et al. (2010) posited that the extent to 
which a student perceived the campus as helpful in relation to their 
academic and social needs will have an effect on their commitment to 
stay.  As such, a supportive environment is conducive to learning and 
retention.  A student’s perception of the quality of student-staff contact 
is a primary area affecting student satisfaction and their decision to leave 
prior to graduation (Astin, 1993).  Wilson and Wilson (1992) found 
overwhelmingly that teacher support and school dynamics were 
particularly relevant to student success.  Students’ perceptions of their 
relationship with the institution and their academic and social integration 
ultimately lead to satisfaction or dissatisfaction, which in turn 
determined whether they will stay or not (McQueen, 2009).  School 
policies and context, teacher relationships, pedagogical effectiveness, 
school resourcing and school organisation affect student attrition and 
retention (Mortimore & Stone, 1991).  The quality of the institution 
therefore affects a student’s commitment, which in turn affects the 
degree to which the student is integrated into the institution, thus 
impacting on attrition and retention. 
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Educational Self-efficacy.  Self-efficacy refers to the confidence 
a student has in their ability to succeed in a chosen path or pursuit.  
According to Bandura, Barbaranelli, et al. (2001), self-efficacy 
influences a person’s behaviour as well as the course of action they 
choose, the goals they set, and their commitment to those goals.  
Bandura's theory declared that efficacy played an important role in 
human functioning, because it directly affected behaviour, goals, 
aspiration, outcome expectations, perceptions of obstacles and 
opportunities.  Zimmerman (1995) defined academic self-efficacy as an 
individual’s judgement in their capability to undertake and attain the 
desired educational performances. Bandura, Barbaranelli, Caprara, and 
Pastorelli (1996) however considered self-efficacy as being concerned 
with judgements on how well one can succeed in future situations, and 
helps empower individuals with the belief that they have the capability 
to succeed at tasks.  Positive self-efficacy beliefs, as found by Hendricks 
et al. (2015), are regarded by adolescents as the most influential to 
aspirations.  Perceived self-efficacy as found by Bandura et al. (1996) 
affected the choices made and the future paths chosen.  In a study of 
adolescent students aged 15 to 19 years, Bassi, Steca, Delle Fave, and 
Caprara (2007) finds that students with higher self-efficacy reported 
more time spent on homework and more time on activities associated 
with optimising learning activities.  Numerous studies have supported 
the relationship between increased self-efficacy and academic 
achievement (Chemers, Hu, & Garcia, 2001; Motlagh, Amrai, Yazdani, 
Abderahim, & Souri, 2011; Multon, Brown, & Lent, 1991).  Gutman and 
Schoon (2012) found that the confidence a student has in their ability to 
accomplish a task (the self-efficacy) facilitated their aspirations to 
achieve.  As noted by Zimmerman (1995), overall findings for cross-
sectional, longitudinal and experimental studies consistently showed that 
beliefs in personal self-efficacy enhanced persistence to succeed 
academically.  Multon et al. (1991) in a meta-analysis, identified 68 
studies examining self-efficacy beliefs and academic outcomes.  They 
found a significant positive relationship between self-efficacy beliefs, 
academic performance and persistence.  Research has consistently 
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indicated that students who have low academic self-efficacy are more 
likely to leave high school prematurely (Bandura, 1993; Bandura et al., 
1996; Bandura, Barbaranelli, et al., 2001; Bandura, Caprara, Barbaranelli, 
Pastorelli, & Regalia, 2001; Chemers et al., 2001; Motlagh et al., 2011; 
Multon et al., 1991).  
School Friendships.  Peer support has a considerable influence 
on a student’s academic trajectory.  Rumberger (1995), in a study of 
middle school student attrition, found that the quality of student 
friendships is a major component of a student’s educational experience 
and an important indicator of school completion.  In a review, Juvonen, 
Espinoza, and Knifsend (2012) considered peer relationships a major 
component of schooling to motivate students to engage and Adelabu 
(2007) in a study on school belonging and academic achievement, found 
positive significant relationships between the two.  Additionally, 
LaFontana and Cillessen (2010), in an examination of developmental 
changes, found that the majority of adolescents at high school 
(particularly males) prioritise enhanced social status over academic 
achievement.  While the likelihood that students will remain at school 
and complete their education is enhanced by healthy peer relationships, 
a student’s early withdrawal is a developmental process with both social 
and emotional antecedents (Marcus & Sanders-Reio, 2001).  Numerous 
studies have concluded that students who leave school prematurely 
report having less friends at school, as well as poorer relationships with 
the friends that they have (Multon et al., 1991; Rumberger, 1995; Seidel 
& Vaughn, 1991).  As such, students who feel alone and isolated are at 
increased risk of leaving (Ollendick, Weist, Borden, & Greene, 1992).  
Life Satisfaction.  There has been considerable interest recently 
in the construct of personal wellbeing and positive educational outcomes.  
Owen and Phillips (2016) asserted that examining the determinants of 
life satisfaction and general wellbeing is increasingly emphasised as a 
goal in policy decisions, because of the increased emphasis on life 
satisfaction and wellbeing.  Life satisfaction is not the same construct as 
social-emotional outcomes and pro-social behaviour. It is more akin to 
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subjective wellbeing.  Wellbeing is described by Miller et al. (2013) as a 
general term used regarding the emotional and social health of a student.  
Miller et al. noted that recently there has been considerable interest in the 
construct of wellbeing and the relationship between enhanced personal 
wellbeing and positive educational outcomes.  Social support may also 
be an important determinant of an adolescent’s wellbeing (Zeidner, 
Matthews, & Shemesh, 2016) and the increased popularity in 
understanding this construct has led to wellbeing becoming a main social 
indicator for teachers, psychologists, counsellors and researchers, as a 
way of measuring the affective development of students (Miller et al., 
2013).  The relationship between wellbeing and academic achievement 
is well established (Hendricks et al., 2015).  Saab and Klinger (2011), in 
a large high school sample, found that increased wellbeing was 
significantly associated with increased academic achievement.  
Enhancing student wellbeing is also discussed by Durlak, Weissberg, 
Dymnicki, Taylor, and Schellinger (2011) as having positive effects on 
academic achievement.  In addition, Ryan and Deci (2000) stated that 
aspirations play an important role in relation to a student’s personal 
wellbeing.  Bradley and Corwyn (2002), in a review of socioeconomic 
status and child development, further reported that low socioeconomic 
status is associated with a wide range of poorer health, cognitive and 
socio-emotional outcomes, with numerous studies documenting the 
associated impact of poverty on academic achievement and IQ in 
childhood (Alexander et al., 1997; Duncan, Brooks‐Gunn, & Klebanov, 
1994; Pianta, Egeland, & Sroufe, 1990; Zill, Moore, Smith, Stief, & 
Coiro, 1995).  Academic performance is a key factor in a student’s 
decision to leave school early and the relationship between poor 
academic achievement and leaving school early is well established 
(Cunningham et al., 2003; Hammond et al., 2007; Jimerson et al., 2000; 
Lamb et al., 2004).  
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Figure 2 conceptually draws together a diagram of the factors 
discussed in this series of studies and are found to influence high school 
student educational aspiration and subsequent attrition and retention. 
 Factors influencing student attrition and retention 
 
Discussion 
Greater understanding of the multiple risk factors associated with 
high school student withdrawal is needed.  So too is a greater 
understanding of how student educational aspirations are affected by 
student characteristics, in addition to how student characteristics are 
influenced by university-high school partnership intervention programs.  
Deficits in equity are highlight by the inequality of educational 
attainment.  Family background and family circumstances as discussed 
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by Bean (1981), Bradley et al. (2008), Hammond et al. (2007), James et 
al. (2008), McQueen (2009) and Rumberger (2011; 2013), are also 
central to this issue.  Furthermore, socioeconomic characteristics, as 
discussed by Bowden and Doughney (2010), Edgerton et al. (2008), 
James et al. (2008), Uwah et al. (2008), and Gale et al. (2010), are 
fundamental to student academic achievement.   
There is however a lack of emphasis on developing effective high 
school interventions that address educational disadvantage.  Additionally 
there remains a limited knowledge regarding the student characteristics 
predictive of attrition.  What is evident is that the process of educational 
disengagement can be seen from as early as Grade 1 (Alexander et al., 
2001; Jimerson et al., 2000).  The following chapters address the 
development of a measure of student educational aspirations, in addition 
to the examination of effective student intervention programs aimed at 
increasing educational aspirations, followed by an examination of the 
developmental trajectory of student characteristics predictive of 
educational aspiration. 
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This chapter explores definitions and theory pertaining to 
educational aspirations.  Aspirations are described and defined in various 
ways throughout the literature.  As such, this chapter therefore aims to 
clarify the construct of aspirations and educational aspirations.  Initially, 
the broad definitions of aspirations (outside of an educational context) 
will be highlighted.  This is followed by a discussion of the more specific 
student educational aspirations.  Additionally, intervention programs 
aimed at raising educational aspirations will be addressed, followed by 
high school attrition prevention in Australia and these gaps that have 
been found in the literature. 
Many features have been presented as comprising aspirations, 
although not many theorists or researchers have critically integrated or 
evaluated these various posited theories.  Throughout the literature, the 
definition of aspiration is inconsistent.  Gutman and Akerman (2008) 
noted that these definitions are vague, ranging from dreams, fantasies 
and personal beliefs, to explicit ambitions and goals.  The numerous 
definitions of aspirations are used indiscriminately.  Quaglia (1989) 
asserted, in a discussion of student aspirations, that the definitions of 
aspirations, such as goals, dreams, ambitions and drives are all used 
interchangeably.  The construct of aspirations is therefore unclear and 
understanding the determinants is not straightforward.  This is consistent 
with St Clair and Benjamin (2011).  They noted in a paper on the 
dilemma of aspirations and educational attainment that understanding 
student educational aspirations is indistinct because of all the 
inconsistencies in the literature.  As such, there is ambiguity in 
understanding what aspirations are.   
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Broad Definitions of Aspirations 
Aspirations are defined as being future desires and personal needs 
and representative of achievement, hopes and visions for the future.  The 
construct of aspiration is recognised as multi-dimensional and associated 
with educational, vocational and quality of life determinants.  The 
definition of aspiration is informed by multiple theoretical positions 
(Appadurai, 2013; Beal & Crockett, 2013; Grouzet et al., 2005; Gutman 
& Akerman, 2008; Hardie, 2014; Hegna, 2014; Henderson-King & 
Mitchell, 2011; Hendricks et al., 2015; Higgins, 1987; Kasser & Ryan, 
1993; 1996; Markus & Nurius, 1986; Michalos, 1985; 2014; Morgan, 
2007; Quaglia, 1989; Seginer & Vermulst, 2002).  
These definitions of aspiration have altered over the last century.  
This is relevant to this body of work as it shows that understanding 
aspirations, in relation to how people strive for goals, was an area of 
interest from as early as the 1930s.  In the 1930s aspiration theory and 
the term ‘aspiration levels’ was credited to Dembo (1931/1976).  During 
this period, Gardner (1940) considered the term ‘levels of aspiration’ as 
it appeared in literature pertaining to social psychology, motivation and 
personality.  The term was used in relation to success and failure, 
inferiority attitudes and human motivation.  Levels of aspiration during 
this period, were further defined by Siegel (1957) as being the process of 
goal striving behaviour and a decision situation.  As such, aspirations 
referred to a particular achievement goal a person strived for, the 
outcomes of which could be measured on an achievement scale.  
Aspiration was also defined during this period as being shaped by three 
factors: seeking success; avoiding failure; and using the cognitive factor 
of a probability judgement, which referred to an individual’s subjective 
probability of achieving that goal (Lewin, Dembo, Festinger, & Sears, 
1944).  Each level of aspiration was defined as having utility (Siegel),  
the levels of which were considered a point on a scale of utility.  From a 
decision theory perspective, Siegel characterised successful achievement 
as one that had positive utility, contrasting to failed achievement, which 
had negative utility.   
CHAPTER 3:  ASPIRATIONS  41 
 
A current definition of aspiration is that defined according to 
aspiration theory.  Michalos (2014) maintains that aspirations are 
indicative of how goals are set and achieved, in addition to the 
consequences of these goals not being met.  Michalos has identified 
aspiration as the relationship between the goals an individual aspired to 
and the current state of that individual’s wellbeing.  This current 
definition further describes the way in which individuals are unable or 
unwilling to make absolute judgements.   
Instead, they continuously draw comparisons with the 
environment, the past and with their own expectations of the future; thus 
developing and refining their aspirations.  Aspirations address present 
and future perspectives.  Gutman and Akerman (2008) defined 
aspirations as future desires, personal needs, collective duties and 
obligations.  They are also understood to be reflections of a young 
person’s vision of the future (Hegna, 2014) in addition to being one of 
many possible sources of personal meaning (Morgan & Robinson, 2013).  
They are defined as representative of achievement in something high or 
great (Gutman & Akerman, 2008), sometimes considered abstract and 
value-laden (Mickelson, 1990), in addition to being reflections of an 
individual’s fears and hopes about their future (Markus & Nurius, 1986).  
Furthermore, they are considered to be based on an embedded belief 
system of local ideas.  As theorised by Appadurai (2013), aspirations 
exist beneath a multi-layered social and cultural setting.  Juxtaposed to 
this, however, aspirations are discussed as tangible and manifest.  
Gutman and Akerman (2008) described aspirations as being concrete, 
corresponding to specific, tangible goals that are unambiguous and 
reflective of what the individual aims to achieve in the near future; as 
such they are also considered reflections of everyday life and actual 
experiences. 
Aspirations are differentiated in various ways.  For instance, 
Kasser and Ryan (1993; 1996; 2001) distinguish between intrinsic or 
extrinsic aspirations.  This differentiation is associated with distinctive 
behavioural outcomes.  These outcomes are defined as the intrinsic 
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pursuit of self-acceptance, affiliation, community feeling, physical 
health and safety and the extrinsic pursuit of obtaining financial success, 
desirable image, popularity and conformity.  Intrinsic aspirations are 
described as being enduring (Morgan & Robinson, 2013).  They are 
considered an internal process that satisfies the need for autonomy and a 
sense of psychological freedom (Mouratidis et al., 2013).  They are latent 
and unobservable.  In contrast, extrinsic aspirations are manifest, directly 
observable, and representative of personal goals such as the future 
rewards of fame, money, social prominence and physical appearance 
(Mouratidis et al.).  These behavioural outcomes are extensively 
discussed (Grouzet et al., 2005; Henderson-King & Mitchell, 2011; 
Kasser & Ryan, 1993; 1996; 2001; Morgan & Robinson, 2013; 
Mouratidis et al., 2013; Niemiec, Ryan, & Deci, 2009; Rumberger, 2011; 
Rumberger & Lim, 2008; SabzehAra, Ferguson, Sarafraz, & 
Mohammadi, 2014; Sheldon & Kasser, 1995; Stevens, Constantinescu, 
& Butucescu, 2011; Utvær, Hammervold, & Haugan, 2014; Vallerand, 
Fortier, & Guay, 1997; Vansteenkiste, Lens, & Deci, 2006; 
Vansteenkiste, Soenens, Verstuyf, & Lens, 2009; Vansteenkiste, 
Timmermans, Lens, Soenens, & Van den Broeck, 2008). 
Aspirations are also differentiated as subjective and objective 
belief systems. This distinction is associated with cultural, social and 
historical ideologies, which shape the nature of a person’s belief systems 
(Appadurai, 2013).  Furthermore, they are differentiated as ideal or 
realistic (Seginer & Vermulst, 2002).  This distinction refers to happiness 
and satisfaction and the size of the discrepancy between what one has 
and what one wants (Michalos, 1985).  Several authors have proposed 
the concept of the aspiration gap (Kirk et al., 2012; Roderick et al., 2009).  
Research on idealistic aspirations and realistic attainment and the 
discrepancy between the two is extensive (Berlant, 2011; Henderson-
King & Mitchell, 2011; Hendricks et al., 2015; Kirk et al., 2012; Morgan 
& Robinson, 2013; Seginer & Vermulst, 2002; St Clair & Benjamin, 
2011; Zipin et al., 2015).  Thus, aspirations are standards to which people 
judge themselves.  In a longitudinal study of unmet goals, Hardie (2014) 
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found that wellbeing decreased when these standards were not met.  Beal 
(2013) noted that people have idealistic aspirations of their future; 
contrastingly, Morgan (2007) considered realistic aspirations as more 
consistent with probable outcomes.  Interestingly, there are cultural 
differences between wealthier and poorer countries in relation to 
aspirations.  Grouzet et al. (2005) found that wealthier counties were 
more individualistic whereas poorer countries are more collectivist.  
Financial success therefore has a less extrinsic characteristic in poorer 
cultures compared with wealthy cultures.  Grouzet et al., maintained that 
this is because poorer cultures are more concerned with financial success 
in relation to basic survival, whereas wealthier cultures consider 
financial success the acquisition of status and image.   For clarification 
of the construct of aspiration, Figure 3 conceptually draws together a 
diagram of the constructs of aspirations, based on the research literature 
examined.  This figure cohesively moulds together the subjective, latent 
and objective manifest belief systems that make up the multi-
dimensional construct of aspirations, both intrinsically and extrinsically, 
thus blending to create a person’s aspirations and the discrepancy 
between ideal and realistic aspirations and what one wants in comparison 
to what one has.   
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 Aspirational model based on intrinsic and extrinsic 
characteristics that define the construct of aspirations 
 
Educational Aspirations 
Student educational aspirations have variously been defined as (a) 
the students’ interest and investment in their education (Hayes, Huey, 
Hull, & Saxon, 2012), (b) the highest level of educational attainment a 
student expects to achieve (Furlong & Cartmel, 1995; Wilson & Wilson, 
1992) and (c) the ideal amount of education a student would like to 
achieve (Reynolds & Pemberton, 2001).  Educational aspirations are 
considered fundamental to a student’s decision making processes.  
Bowden and Doughney (2010) and Irvin, Meece, Byun, Farmer, and 
Hutchins (2011) found that such aspirations predict the decision to 
pursue higher education.  Understanding student educational aspirations 
has become a key factor in educational policy, which is discussed in 
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reports on increasing educational attainment by Gale et al. (2010), 
Gutman and Akerman (2008) and James et al. (2008).  Aspirations are 
also considered to be critical to improving educational attainment.  
Nonetheless, there is ambiguity in the understanding and agreement of 
what student aspirations actually are (Quaglia & Cobb, 1996).  
Additionally, there are inconsistencies in the literature defining how 
aspirations are formed, the effect aspirations have, as well as whether 
aspirations actually make a difference to educational outcomes (St Clair 
& Benjamin, 2011). 
Research has shown that educational aspirations is correlated 
with a range of predictors and outcomes. Fuller (2009) proposed that 
educational aspirations were associated with ambition and influenced by 
opportunities (Furlong & Cartmel, 1995).  Research, for example, Gale 
et al. (2010), James et al. (2008), Lamb et al. (2015), Bowden and 
Doughney (2010), Hardie (2014), Kirk et al. (2012), Messersmith and 
Schulenberg (2008), Nitardy, Duke, Pettingell, and Borowsky (2015) 
and von Otter (2014), suggested that educational aspirations are related 
to student socioeconomic background, ethnicity (Lamb et al., 2004; 
Marjoribanks, 2003; Uwah et al., 2008), gender (Edgerton et al., 2008; 
Lamb et al., 2004; Wei-Cheng & Bikos, 2000) and family composition 
(Garg et al., 2007; Lamb et al., 2004).   Educational aspiration is also 
closely related to educational engagement (Hazel et al., 2013; Lamb & 
Rice, 2008), in addition to being positively associated with self-esteem 
and positive self-concept (Garg et al., 2007; Uwah et al., 2008), self-
efficacy (Bandura, Barbaranelli, et al., 2001), academic motivation 
(Domene et al., 2011), and educational and career attainment (Andres et 
al., 2007; Eccles, 2009; Garg et al., 2007; Wei-Cheng & Bikos, 2000).  
The correlates of educational engagement (Fredricks et al., 2004; 
Kortering & Braziel, 2008; Wang & Holcombe, 2010), goal setting (Lens 
et al., 2002),  school quality (Bean, 1981; Jennings et al., 2015; Kuh, 
2001; Tinto, 1975; Wilson & Wilson, 1992), self-efficacy (Bandura, 
Barbaranelli, et al., 2001; Bandura, Caprara, et al., 2001; Gutman & 
Schoon, 2012), school friendships (Ellenbogen & Chamberland, 1997; 
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Kaplan et al., 1997; Mouton, Hawkins, McPherson, & Copley, 1996; 
Rumberger, 1995; Seidel & Vaughn, 1991), and life satisfaction 
(Hendricks et al., 2015; Miller et al., 2013) are also key predictors of 
student educational success.   
There is, however, a sizable difference between the aspiration 
levels of students from differing socioeconomic backgrounds, as 
discussed in reports by Gale et al. (2010), Hardie (2014), James et al. 
(2008), Lamb et al. (2004), Lamb et al. (2015), also see studies by 
Bowden and Doughney (2010), Boxer, Goldstein, DeLorenzo, Savoy, 
and Mercado (2011), Kirk et al. (2012), Messersmith and Schulenberg 
(2008), Nitardy et al. (2015) and von Otter (2014) for further details.  
Educational aspirations can however be understood in a broader social 
context.  For example, Zipin et al. (2015) maintained that policy for 
raising aspirations does not address social, cultural, economic and 
political difficulties.  Similarly, St Clair and Benjamin (2011) argued that 
making people aware of the opportunities and increasing aspirations is 
problematic if these opportunities are not realistic.  Raising aspirations 
as a way of overcoming obstacles is therefore considered by Zipin et al. 
to be ideologically simplistic as it negates the complexities faced by 
young people from low socioeconomic backgrounds.  This discrepancy 
is argued by Berlant (2011) to be “cruel optimism” as life for some 
students is fraught with obstacles that impinge upon efforts to pursue a 
promising future (Zipin et al.). 
Interventions Aimed at Raising Student Educational Aspirations 
In an attempt to increase student educational aspirations, 
numerous university-high school partnership intervention programs have 
been developed.  Current intervention programs are diverse and address 
a multitude of factors at every year level from pre-school to university.  
See Gale et al. (2010) and Lamb and Rice (2008) for details on national 
and international intervention programs.  Gale et al. identifies four main 
barriers to student participation in higher education and the approaches 
likely to make positive differences for disadvantaged students are 
identified.  Lamb and Rice further identify the qualities of effective 
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intervention programs and effective intervention strategies that increase 
school completion for at-risk students.  Additionally, see Klima, Miller, 
and Nunlist (2009) for a systematic review on what works in middle and 
high school. Further refer to the What Works Clearinghouse (WWC, 
2017) for comprehensive information on current intervention programs, 
their effectiveness and the policies and practices related to school 
intervention programs.  The WWC provides extensive research on 
existing programs, product, practices and policies in education.  The 
goals being to provide educators with evidence-based information to 
inform their decisions.  Evidence from the WWC is gained through are 
high-quality research studies which are designed to answer the question 
of ‘What works in education?’ (WWC, 2017). 
Student interventions programs address a range of criteria. They 
utilise numerous and varied strategies to target students considered at 
risk of leaving high school prematurely.  Gleason and Dynarski (2002) 
and Rumberger (1995) discussed intervention programs as being 
designed to address the barriers and difficulties a student encounters 
when progressing through school.  They additionally are described as 
focusing on identifying risk factors for students likely to leave early, in 
addition to implementing intensive student-level support.  In a systematic 
literature review examining high school intervention programs, Freeman 
et al. (2015) discuss the numerous strategies used.  First, there are 
academic strategies that directly address academic knowledge and skills, 
such as tutoring in reading and maths.  Second, behavioural strategies 
address student behaviours such as social skills and the reinforcement of 
school expectations.  Third, attendance strategies target attendance and 
address transportation, parent contact and incentives for attendance.  
Fourth, study skill strategies address skills such as taking tests, 
homework organisation and completion.  Finally, school organisational 
strategies are aimed at directly changing school-wide organisational 
features such as schools within schools and 9th grade academies in which 
the 9th grade is restructured as a self-contained school within a school.  
These are designed to be smaller learning communities aimed at creating 
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supportive environments with better relationships with teachers and 
students (Lamb & Rice, 2008).   
In the United States, there are extensive outreach, access, 
academic preparation and financial aid programs targeting millions of 
students.  For example. see Cunningham et al. (2003), Gale et al. (2010), 
Lamb and Rice (2008), Wilson, Tanner-Smith, Lipsey, Steinka-Fry, and 
Morrison (2011) and WWC (2017) for further details.   Gale et al. noted 
that the United States leads the way in developing and implementing 
intervention programs aimed at improving access to higher education.  
Large-scale programs such as these address high school attrition and 
include interventions such as ‘mini schools’ which are separate schools 
structured within traditional middle-school environments.  They have 
smaller class sizes and additional academic and social supports such as 
tutoring, attendance monitoring, counselling and family outreach WWC 
(2017).  Additional interventions include programs that closely monitor 
school performance and include peer mentoring (WWC).  Aspects of 
large-scale high school intervention programs focus on academic support 
and enrichment, as well as social skills aimed to improve behaviour, in 
combination with mentors and additional resources for students, families 
and teachers (WWC). 
Intervention programs such as these are designed to educate 
students in problem-solving, self-control and assertiveness, and also 
teach parents about parent-child problem solving techniques (WWC).   
Furthermore, they are designed to increase self-esteem, self-efficacy and 
academic mastery, improve educational engagement, strengthen school 
and peer bonding, and increase university awareness and educational 
aspirations (Gale et al., 2010).  Assistance with study skills training, 
academic advising, case management, family workshops, remediation, 
career development, university campus visits, tutorial services, 
university preparation and information on post-secondary education also 
form part of the multifactorial components of interventions (WWC, 
2017).  The encouragement of critical thinking, as well as the use of 
academic enrichment and motivational activities, aims at making higher 
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education seem more attainable (Gale et al., 2010).  These expansive 
interventions are intended to promote relationship building, problem 
solving, capacity building and persistence in education (WWC, 2017).  
As with the United States, Australia also has a diverse range of outreach 
intervention programs designed to accommodate the access and equity 
of students from low socioeconomic backgrounds (NCSEHE, 2013). 
Table 2 gives a snapshot of current intervention programs in the 
United States that have positive effects on high school completion, 
progressing through high school and the promotion of are university 
aspirations are detailed in WWC (2018).   
  
Snapshot of effective interventions aimed at increasing high school 
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High School Attrition Prevention in Australia 
Increasing a student’s aspirations to pursue higher education 
requires strong relationships between universities, schools and 
communities.  James et al. (2008), in an extensive report on participation 
and equity in Australian higher education, discussed numerous university 
and school partnerships programs.  These were designed to assist 
students from year 7-12, to complete high school and consider university 
as a possible option.  For instance, year 10-12 intervention programs 
include tutoring and mentoring, summer schools, exam preparation 
lectures, awards, financial advice and scholarships, community activities 
and career prospect seminars.  There are academic enrichment and 
university orientation programs for grades 11 and 12 and general 
bridging programs to assist prospective students in university culture, 
writing skills and library proficiencies.  There are also intervention 
programs targeting students in grade 7 and 9 that are designed to break 
down the barriers students may face by introducing and familiarising 
them with the university environment.  Intervention programs such as 
these orientation programs are designed to increase aspirations to attend 
university and have been evaluated as having positive effects (James et 
al., 2008; Penman & Oliver, 2011).  In a study by Gándara (2002), 
examining an intervention across 18 high schools, it was found that 
students enrolled in the intervention programs reported higher 
aspirations compared with students who were not exposed to 
interventions.  University experience programs are also reported by 
James et al. (2008) as encouraging high school students to attend 
university for a series of activities and presentations as a way of 
familiarising them with the university experience.  Partnership programs 
such as these highlight the diversity of students who attend, in addition 
to encouraging prospective students to remain in education.  Furthermore, 
financial assistance is offered to families in addition to personal 
mentoring support, which is aimed at cultivating academic and social 
preparedness (James et al.).  
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Recent research has suggested that school wide interventions 
may increase the capacity of the school to address students’ needs.  As 
such the conceptualisation of the student attrition problem is considered 
to be a system-level failure (Lee & Burkam, 2003; Mac Iver & Mac Iver, 
2010; Sinclair et al., 2003).  Understanding why young people leave 
school early has been extensively examined (Hammond et al., 2007; 
Hupfeld, 2007; Jimerson et al., 2000; Lamb & Rice, 2008; Lamb et al., 
2004; Rumberger, 2011), and intervention guides, such as Dynarski et al. 
(2008), Hammond et al. (2007) and Schargel and Smink (2014), are an 
amalgamation of expert opinion for school practitioners and policy 
makers.  However, as maintained by Mac Iver and Mac Iver (2010) these 
do not address the integration of the components of each intervention 
into a cohesive model.  Further, multi-tiered intervention support may be 
effective in reducing attrition rates, and minimal experimental research, 
as noted by Freeman and Simonsen (2015), Lee and Burkam (2003), 
Lehr, Sinclair, and Christenson (2004) and Mac Iver (2011) tends to 
support this recommendation.  Current empirical research is also 
considered by Dynarski et al. (2008) and Mac Iver and Mac Iver (2010) 
to be limited in guidance to schools and policy makers in regards to 
integrating effective interventions into a multi-tiered framework, 
addressing the student needs.  Moreover, there is a scarcity of studies 
within Australia that have conducted longitudinal analysis, that examine 
the effectiveness of university-high school partnership interventions; 
particularly randomised designs with a control and intervention group.   
Gaps in the Literature 
Considerable resources have gone into designing and 
implementing effective intervention programs aimed at reducing student 
attrition, however there is a lack of knowledge regarding the impacts of 
these programs.  As detailed by Gale et al. (2010), James et al. (2008) 
and Lamb and Rice (2008), there are numerous studies on outreach 
programs that are designed to widen student participation.  These have, 
however, been criticised for their lack of independence, as they are often 
carried out within the program by program staff (Gale & Bradley, 2009; 
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Gale et al., 2010).  Further, there are numerous single case study designs 
limited to qualitative analysis, making the findings difficult to generalise 
to broader populations (Gale et al.).  The bundling together of multiple 
components within an intervention is considered by Dynarski et al. (2008) 
to make it difficult to review the levels of evidence on the effects, as 
these cannot be attributed to one component.  Further, the combination 
of services offered in an intervention, makes it problematic to untangle 
the true effects of each service (Cunningham et al., 2003).  Gutman and 
Akerman (2008) concluded that many factors are associated with the 
aspirations of young people.  Establishing directional causality is 
therefore problematic.  Do aspirations determine educational 
achievement or does continued success maintain aspirations for 
achievement?  What is clear is that school attainment is closely correlated 
with socioeconomic status and, time and again, school outcomes 
highlight the discrepancy in the attainment between low socioeconomic 
students and their more affluent peers (Bowden & Doughney, 2010; 
Edgerton et al., 2008; Gale et al., 2010; Gutman & Akerman, 2008; 
James et al., 2008; Kerckhoff, 2004; Uwah et al., 2008).   
Intervention programs offered in high school may, however, be 
offered too late.  Rumberger (2011) considered intervention programs as 
having traditionally focused on students who want to leave school during 
the middle and upper high school years.  However as discussed by Gale 
et al. (2010) and Jimerson et al. (2000) interventions undertaken at this 
time are often too late to be effective in schooling to have a lasting effect 
on aspirations to complete high school and attend university.  By year 
nine, as found by Nguyen (2010), many students had already made up 
their mind about whether they wanted to stay or leave.  Moreover, by 
middle high school, students from low socioeconomic and rural 
backgrounds may have already been excluded by either their subject 
choice or a history of poor results (Gale et al., 2010). 
Interventions before middle school are more often recommended 
as a powerful strategy to prevent disengagement.  However, designing 
effective programs and identifying the exact causes of leaving school 
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prematurely continues to be difficult (Rumberger, 2011).  Bradley et al. 
(2008) maintained that university-high school partnership programs need 
to provide increasingly early intervention programs.  Not only should 
these programs be intended for students, they should also be intended for 
their families, who may not have been traditionally exposed to higher 
education and may not view further education as a viable option.  
Another point to consider, as discussed by Zipin et al. (2015) and St Clair 
and Benjamin (2011), is the discrepancy between ideal and realistic 
aspirations in a low socioeconomic student cohorts.  The promotion of 
higher educational aspirations needs to be realistic.  A further 
consideration is the cultural difference in aspirations between wealthier 
and poorer countries, as found by Grouzet et al. (2005).  This is of 
particular interest and worth further investigation, particularly as a large 
proportion of research into educational aspirations is done in low 
socioeconomic schools, where the majority of students are from third 
world cultures.  The aspirational inequality may in part be due to cultural 
differences and not necessarily an aspirational deficit, as is so often 
reported. 
Conclusion 
This chapter aimed to address the nature of broad aspirations and 
the more specifically educational aspirations.  Additionally, this chapter 
examined the intervention programs designed to increase student 
educational aspirations to complete high school and attend university.  
The complexity of student educational aspirations underlying reduced 
educational attainment were presented.  Furthermore, numerous student 
intervention programs based on the theoretical models of attrition and 
retention presented in Chapter 2, were discussed.  Despite the 
considerable resources that have been committed into understanding 
educational aspirations and the accompanying student attrition and 
retention intervention programs, there still remains a lack of knowledge 
and understanding.  A history of academic success promotes a stronger 
sense of engagement and positive relationships with peers and teachers 
promote school completion (Lamb et al., 2004).  However, 
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understanding the predictors of student educational aspirations and the 
effectiveness of intervention programs aimed at increasing educational 
attainment is not straightforward.  As such, this research study aims to 
design an effective measurement tool of high school student educational 
aspiration and the predictors of educational aspiration, in addition to 
assessing the correlations between student educational aspiration and the 
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CHAPTER 4.  
STUDY 1: DEVELOPMENT OF THE PREDICTORS OF 
STUDENT EDUCATIONAL ASPIRATION SURVEY 
 
Introduction  
Measuring educational disadvantage and the factors hindering 
high school students from entering higher education are fundamental to 
the development of this student aspiration survey.  Student educational 
aspirations are extensively discussed in Chapter 3: Student Aspirations 
in order to clarity the rationale for these preceding studies. Additionally 
Chapter 2: Student Attrition and Retention, extensively details the causes 
of student attrition and retention in relation to student educational 
aspirations.  As discussed by Fredricks et al. (2004) and Sellar and Gale 
(2011), educational aspirations have gained increasing attention in recent 
educational literature. The construct of aspirations is, however, complex 
and multi-faceted (Fuller, 2009; Michalos, 2014).  Aspirations are 
considered to be part of an individual’s cognitive world, spanning 
multiple inter-related domains and attitudinal traits that are not directly 
observable (Bernard & Taffesse, 2012). Designing a measurement tool 
is therefore problematic. Investigating the contributing factors associated 
with educational aspiration has previously relied on ad hoc empirical 
instruments (Bernard & Taffesse). Likewise, establishing directional 
causality is challenging because of the diverse range of associated factors 
(Gutman & Akerman, 2008).  There are a myriad of measures used to 
investigate the contributing predictors of educational aspiration and the 
indicators utilised to measure aspiration vary considerably from one 
study to the next, limiting comparability of results (Bernard & Taffesse, 
2012). Gutman and Akerman (2008) described the construct of aspiration 
as being unclear and this lack of clarity extends to the examination of 
student educational aspiration.  
This chapter describes the development, pilot investigation and 
refinement of a measurement tool designed to assess the associated 
factors that relate to student attrition, retention and educational 
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aspirations. DeVon et al. (2007) described the foundation of a rigorous 
research design as based on the use of a measurement tool that is 
psychometrically sound, thus ensuring the measurement tool is valid and 
reliable in establishing the integrity of the findings.  As such, this chapter 
focuses on the development of the Predictors of Student Educational 
Aspiration Survey, designed to measure the key predictors considered 
important in the examination of educational aspiration.  These key 
predictors are (a) intention to leave schooling, (b) peer relationships, (c) 
personal wellbeing, (d) self-efficacy, and (e) school environment. Cross-
sectional and institutional research demonstrated that these variables are 
critical determinants of student retention (Bandura, Barbaranelli, et al., 
2001; Bandura, Caprara, et al., 2001; Bui, 2007; Domene et al., 2011; 
Jennings et al., 2015; Lent, Brown, & Hackett, 1994; Mouton et al., 1996; 
Rumberger, 1995; Seidel & Vaughn, 1991; Tinto, 1987; Wilson & 
Wilson, 1992).  
Subsequent chapters apply this measure to examine the effects 
that university-high school partnership intervention programs have on 
increasing the educational aspiration of low socioeconomic students. 
These intervention programs were specifically designed to increase 
student aspiration to complete high school and attend university. This 
chapter therefore (a) defines the constructs to be measured, (b) identifies 
the relevant scales utilised, (c) outlines the adaptation of these scales (d) 
discusses initial data collection, and (e) details the refinement of this 
measure. 
Educational Aspiration 
In the present context, student educational aspiration is presented 
as being the students’ objective to finish high school and their intention 
to attend university. Researchers have defined educational aspirations in 
different ways. Some define it as students’ interest and investment in 
their education (Hayes et al., 2012). Others define it as the highest level 
of education that individual would expect to attain (Furlong & Cartmel, 
1995; Wilson & Wilson, 1992), in addition to the ideal amount of 
education the student would like to achieve (Reynolds & Pemberton, 
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2001).  Educational aspirations are defined by Bowden and Doughney 
(2010) as the student’s preferences after they have completed school, 
while Hayes et al. (2012) defines it as the student’s interest and 
investment in their education. Kiang, Witkow, Gonzalez, Stein, and 
Andrews (2015) described educational aspiration as the desire and wish 
to achieve certain educational levels. Moreover, these various definitions 
of aspiration are defined as being intrinsic and extrinsic (Henderson-
King & Mitchell, 2011; Kasser & Ryan, 2001; Sheldon, Gunz, Nichols, 
& Ferguson, 2010), as well as idealistic or realistic in nature (Seginer & 
Vermulst, 2002). 
Aspirations are examined in various ways.  Examples of this 
include Mouratidis et al. (2013).  They explored how intrinsic and 
extrinsic student aspirations are organised in relation to the achievement 
goals pursued. A shortened version of the Aspiration Index (Kasser & 
Ryan, 1996) was used by Hendricks et al. (2015), in conjunction with an 
achievement goal questionnaire, a mastery-approach measure and a 
learning and study strategies inventory, in which  Hendricks et al.  
examined education aspirations so as to determine influences on 
adolescent aspirations.  They utilised a self-efficacy scale, a self-esteem 
scale, and a perceived social support scale, in addition to two aspiration 
measures, one measuring the importance of future expectations of 
educational and work aspirations and goal orientation, the other 
measuring children’s feelings about goals, how important goals are and 
how far they would like to go in school. Additionally, Kirk et al. (2012) 
explored educational aspirations utilising numerous measures, such as a 
school attitude assessment, an academic self-perception scale, a positive 
and negative affect and psychological needs scale, in combination with 
two questions asking about educational aspiration.  Quaglia and Cobb 
(1996) described the theory of student educational aspiration as 
ambiguous in relation to the understanding and agreement of what 
student aspirations actually; the numerous scales and measures used in 
various studies examining student aspiration is indicative of this 
ambiguity. 
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The definition of aspiration is informed by multiple theoretical 
positions (Appadurai, 2013; Beal & Crockett, 2013; Grouzet et al., 2005; 
Gutman & Akerman, 2008; Hardie, 2014; Hegna, 2014; Henderson-King 
& Mitchell, 2011; Hendricks et al., 2015; Higgins, 1987; Kasser & Ryan, 
1993; 1996; Markus & Nurius, 1986; Michalos, 1985;2014; Mickelson, 
1990; Morgan, 2007; Quaglia, 1989; Seginer & Vermulst, 2002) and it 
is these definitions and theories that currently underpin our 
understanding of the construct of educational aspiration; however, they 
may not have emerged from a robust platform of research. As such, 
research may be relatively uninformed.   Additionally theories of human 
development suggest that young people may adjust their aspirations 
downward over time, in response to their unmet goals (Hardie, 2014).  
Further, self-determination theory, as discussed by Ryan and Deci (2000) 
note that human motivation in social contexts is differentiated in terms 
of being autonomous and controlled. Additionally they note that growth 
tendencies and psychological needs are innate and form the basis for self-
motivation, thus fostering positive processes 
A range of factors are associated with educational aspiration. 
These include self-esteem and self-concept (Garg et al., 2007; Uwah et 
al., 2008), academic motivation (Domene et al., 2011), ambition (Fuller, 
2009), ethnicity (Lamb et al., 2004; Marjoribanks, 2003; Uwah et al., 
2008), gender (Edgerton et al., 2008; Lamb et al., 2004; Wei-Cheng & 
Bikos, 2000), family composition (Garg et al., 2007; Lamb et al., 2004), 
socioeconomic background (Bowden & Doughney, 2010; Gale et al., 
2010; Hardie, 2014; James et al., 2008; Kerckhoff, 2004; Kirk et al., 
2012; Messersmith & Schulenberg, 2008; Nitardy et al., 2015; von Otter, 
2014), and associated barriers and difficulties, such as personal 
problems, financial difficulties, travel distance, lower academic 
achievement and lack of personal relevance (James et al., 2008; Lamb & 
Rice, 2008; Lamb et al., 2004; Sellar & Gale, 2011). 
Predictors of Educational Aspirations  
As reported by Bui (2007), Lamb et al. (2004), Lent et al. (1994) 
and Tinto (1987), educational aspiration in young people is a significant 
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predictor of persistence with schooling, in addition to academic 
motivation (Domene et al., 2011) and subsequent educational attainment 
(Andres et al., 2007; Eccles, 2009; Garg et al., 2007; Hendricks et al., 
2015; St Clair & Benjamin, 2011; Wei-Cheng & Bikos, 2000).  As 
discussed by Hitlin and Piliavin (2004), aspirations have a motivational 
basis and Ryan and Deci (2000) considered an orientation towards 
motivation as underlying attitudes and goals. Cunningham et al. (2003), 
Hammond et al. (2007), Jimerson et al. (2000) and Lamb et al. (2004) 
have established that academic performance is a key factor in a student’s 
decision to leave school early, and also established the relationship 
between poor academic achievement and early school withdrawal. 
Aspirations as discussed by Bowden and Doughney (2010), James et al. 
(2008), Sellar, Gale, and Parker (2011) are fundamental to a student’s 
decision making processes; ultimately impacting on the choice to pursue 
higher education.  
The following six constructs were found to predict student 
aspiration and intentions to complete high school, and empirical studies 
such as Fredricks et al. (2004), Kortering and Braziel (2008) and Wang 
and Holcombe (2010) confirm the relevance of educational engagement 
in addition to goal setting (Lens et al., 2002), school quality (Bean, 1981; 
Kuh, 2001; Tinto, 1975), self-efficacy (Bandura, Barbaranelli, et al., 
2001; Bandura, Caprara, et al., 2001; Gutman & Schoon, 2012), school 
friendships (Ellenbogen & Chamberland, 1997; Kaplan et al., 1997; 
Rumberger, 1995), and life satisfaction (Hendricks et al., 2015; Miller et 
al., 2013).  These six predictors make up the key measures of this 
measurement tool, for examining the predictors of student educational 
aspiration. 
Educational engagement. As discussed by Hazel et al. (2013), 
there is no agreed upon definition of student engagement; various 
researchers conceptualise engagement differently. Engagement is 
described by Reeve, Jang, Carrell, Jeon, and Barch (2004) as reflective 
of a student’s active involvement in an activity or task and Klem and 
Connell (2004) state there is strong empirical support for the connection 
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between engagement, achievement and student behaviour.  Educational 
engagement is described as facilitating social and academic learning 
(Furlong & Christenson, 2008) and Hazel et al. (2013) suggested that a 
model for school engagement comprise aspirations, productivity and 
belonging.  Appleton et al. (2006) suggested the differentiation between 
engagement and motivation is a matter for debate. The inherent premise 
of these definitions is, however, that engagement is changeable and 
higher levels of engagement produce improved academic performance 
and increased school completion (Hazel et al.). 
Several studies, such as Fall and Roberts (2012), Fredricks et al. 
(2004) and Hazel et al. (2013), reported that student engagement is 
positively correlated with achievement and negatively with high school 
attrition. For instance, Fredricks et al. (2004) reviewed 21 instruments 
used to measure student engagement in secondary schools. They found 
that 13 of these measures had positive correlations with measures of 
student achievement. This is comparable with Caraway et al. (2003), 
DiPerna et al. (2005), Finn and Rock (1997) and Wu et al. (2010) who 
all found that lower school engagement was correlated with lowered 
academic achievement.  Lamb et al. (2004) examined data from the 
Longitudinal Survey of Australian Youth (LSAY) with its sample size of 
9,738 participants. They found the most influential predictor of 
aspiration was student engagement. In addition, Archambault et al. (2009) 
examined student engagement and its relationship with early high school 
withdrawal. They found that decreased behavioural engagement 
significantly predicted early high school withdrawal (β = −.15). For a 
comprehensive review of student educational engagement, see 
Christenson, Reschly, and Wylie (Eds.)  (2012). 
Achievement goal setting. As discussed by Covington (2000), 
in a review of goal theory, achievement goals differentially influences 
school achievement. The quality of student learning and willingness to 
learn was dependent on an interaction between the social and academic 
goals a student brings to the classroom.  A goal is considered by Locke 
and Latham (2002) as the object or aim of an action, such as attaining a 
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specific level of proficiency, usually within a specific time limit.  The 
goal setting approach has been extensively validated.  See Latham and 
Locke (2007) for a review.  Goal setting is emphasised as a positive direct 
relationship between a specific high goal and task performance, in which 
higher goals lead to even higher performance.  The premise, as suggested 
by Morisano, Hirsh, Peterson, Pihl, and Shore (2010), is that increased 
goal setting markedly improves performance, with the supposition that 
individuals with goal clarity have a greater ability to direct effort and 
attention to goal appropriate activities. As discussed by Elliot and 
McGregor (2001), traditional goal perspectives propose a mastery-
performance goal dichotomy.  However, they argue there are two 
dimensions essential to competence; how it is defined, and how it is 
framed. The differing achievement goals are therefore composed of 
distinctive combinations of these dimensions organised in an 
achievement goal framework that consists of mastery-approach, 
mastery-avoidance, performance-approach and performance-avoidance 
goals. Lens et al. (2002) stipulates that learning, performance and school 
achievement are intentional goal-orientated activities. Consistent with 
this, Senko et al. (2011) considered goal theory one of the most 
prominent theories in the educational research of motivation.  In an 
examination of intrinsic and extrinsic goals, Kasser and Ryan (1993; 
1996) found intrinsically orientated goals, such as personal growth, 
relationships and community, are differentiated from the extrinsically 
orientated goals of wealth, fame and personal image. Emmons, Colby, 
and Kaiser (1998) suggested goals are imperative to providing meaning 
and structure to an individual’s life. As discussed by Archambault et al. 
(2009), an individual’s commitment to academic goals influences their 
involvement in school related activities and tasks. Within a school 
context, students pursue multiple goals, some general and others more 
specific, to accompanying what they hope to achieve (Harackiewicz, 
Barron, Tauer, Carter, & Elliot, 2000). Difficult goals are found to lead 
to higher performance (Locke & Latham, 2002; Locke et al., 1981). Tinto 
(1975) suggested an individual’s commitment to the goal of completion 
is the most influential determinant of persistence; the higher the level of 
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educational plans and expectations, the more likely a student will remain 
in education. 
Perceptions of school quality. Kuh (2001) defined school 
quality as student satisfaction. This includes levels of student satisfaction 
with their overall experiences and the degree to which students believe 
the programs, policies and practices are supportive both socially and 
academically in assisting with achieving their personal and educational 
goals. Similarly, Ackerman and Schibrowsky (2007) describe school 
quality as the interacting factors of institutional characteristics, which 
included policies and quality of student support services, with these key 
factors determining student attrition or retention.  Coupled with this, 
student perceptions of the quality of instruction and student-staff contact 
are described by Astin (1993) and Terenzini (1997) as the principle areas 
affecting student satisfaction and their decision to leave prior to 
graduation. Astin's (1977) I-E-O model of student departure, (defining 
the student’s input, environment and outcomes) is a framework for 
understanding how institutional characteristics affect student outcomes. 
Institutional quality is defined by Astin as influenced by curricula, 
institutional size and student selectivity, in addition to the overall 
environment and culture of the institution. In studies examining the 
expectations students’ bring to the institution, Feldman (1993) and 
Helland, Stallings, and Braxton (2002) established that institutional 
characteristics, such as policies and the availability of quality support 
services, impact a student’s decision to stay or leave. As discussed by 
Stone and Mortimer (1998), school quality is considered subjective and 
value based; however, direct measures of student satisfaction are 
acquired by asking questions such as, ‘How student’s would evaluate 
their entire educational experience?’ and ‘If they could start over, would 
they choose the same institution they are now attending, again? (Kuh, 
2001). 
How schools are structured and how students perceive the 
organisation and the academic and social elements of the institution are 
key to influencing student academic outcomes (Lee & Burkam, 2003) 
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and a student’s perceptions of school quality is positively correlated with 
a greater commitment to stay (Archambault et al., 2009; Bean, 1981; 
Tinto, 1975). Based on a sample of urban and sub-urban areas in an 
American city that included 190 schools and 3840 student participants, 
Lee and Burkam (2003) confirmed that school size, academic curriculum 
and positive student-teacher relationships reduced attrition. The more an 
institution engaged the student in a variety of activities, such as student-
faculty contact, prompt feedback, high expectations and respect of 
diverse talents, the greater the impact on perceptions of quality, 
satisfaction and subsequent educational achievement (Kuh, 2001). This 
is synonymous with findings from Way, Reddy, and Rhodes (2007) in a 
study of 1451 early adolescents. They found that the four critical 
dimensions of school quality were teacher and peer support, student 
autonomy in the classroom, and consistency and clarity of rules and 
regulations. Additionally, Rumberger (1995), in a longitudinal 
evaluation of 17,424 high school students, found that at an institutional 
level, early high school withdrawal varied widely between schools, with 
most of this variation attributed to differences in student background 
characteristics. 
Educational self-efficacy. As discussed by Zimmerman (1995), 
educational self-efficacy is defined as an individual’s judgement in their 
capability to undertake and attain desired educational performances.  
Students with a high sense of efficacy in accomplishing a task will more 
readily participate, persist longer and work harder, in comparison to 
someone who doubts their competences (Zimmerman, 1995).  Bandura, 
Barbaranelli, et al. (2001) proposed that efficacy influenced student 
behaviour as did the course of action they choose, the goals they set and 
their commitment to those goals. Bandura et al. (1996) suggested that 
self-efficacy beliefs are distinct from self-concept or self-esteem. Self-
efficacy beliefs are considered by Bandura (1993) to regulate the learning 
and mastery of academic activities, which in turn affects aspiration. 
Additionally, self-efficacy is discussed by Bandura et al. (1996) as 
empowering individuals with the belief that they have the capability to 
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perform cognitive learning strategies, which are considered fundamental 
to human functioning.  It is proposed by Bandura, Barbaranelli, et al. 
(2001) that efficacy directly affects behaviour, goals, aspiration, outcome 
expectations, and the perceptions of obstacles and opportunities.  This is 
in line with Gutman and Schoon (2012) a study examining adolescent 
career aspirations.  They found that the confidence a student has in their 
ability to successfully accomplish a task (their self-efficacy) facilitates 
their aspirations to achieve. A students’ perception of their own ability 
therefore predicts their academic aspirations (Bandura, Barbaranelli, et 
al., 2001). Bandura et al. (1996) considered a student’s positive self-
efficacy beliefs as affecting the choices they make and the paths they 
choose.  
Self-efficacy is predictive of dedication to completing 
schoolwork (Bandura, Barbaranelli, et al., 2001) of academic persistence 
(Pajares, 1996), and of goal setting and time management skills 
(Zimmerman, 2000). Furthermore, research has consistently indicated 
that students who have low academic self-efficacy are more likely to 
leave high school prematurely (Bandura, 1993; Bandura et al., 1996; 
Bandura, Barbaranelli, et al., 2001).  This is comparable with Hendricks 
et al. (2015) who found that self-efficacy was a major determinant of 
aspirations amongst adolescents. This understanding of self-efficacy is 
however contested. Research by Vancouver, Thompson, and Williams 
(2001) found that self-efficacy negatively influenced performance, while 
Vancouver, Thompson, Tischner, and Putka (2002) reported that self-
efficacy led to overconfidence and the increased likelihood of 
committing errors, thus lowering performance. This is synonymous with 
a growing body of inquiry questioning the directional causality of self-
efficacy; the driver of future performance, or the result of past 
performance (Beattie, Lief, Adamoulas, & Oliver, 2011; Sitzmann & 
Yeo, 2013). This is further discussed in a meta-analysis by Sitzmann and 
Yeo (2013), which supports the view that self-efficacy is primarily the 
product of past performance, as opposed to the driving force affecting 
future performance. 
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Numerous findings show that self-efficacy is positively 
correlated with academic performance.  A longitudinal study by Chemers 
et al. (2001) found that academic self-efficacy correlated with academic 
performance.  Stajkovic and Luthans (1998) conducted a meta-analysis 
on 109 studies and found that self-efficacy was correlated with 
performance. Alivernini and Lucidi (2011) concluded that self-efficacy 
was the strongest predictor of intentions to leave prior to graduation. 
High levels of self-efficacy (β = −.14) reduced the students’ intentions to 
leave school early.  
School Friendships.  Peer relationships are a major component 
of the education experience and an important indicator of school 
completion (Rumberger, 1995). School peer relationships can be defined 
as a construct that refers to close friendships, for example a student’s 
relationships characterised by mutual liking, as well as to peer group 
connections. The degree to which a student has a sense of belonging and 
has peer relationships, contributes to their school engagement. For a 
review, see Juvonen et al. (2012). Ellenbogen and Chamberland (1997) 
examined peer relations as the characteristics of friends, the environment 
of the friendship networks, and the nature of peer relations. Christenson 
et al. (Eds.) (2012) stated that peer relationships motivate students to 
engage in school and increase a sense of belonging.  The likelihood a 
students will remain at school and complete their education is influenced 
by their positive and negative relationships, which set an early path to 
school completion or early withdrawal (Marcus & Sanders-Reio, 2001).  
A 5-year longitudinal study by Ollendick et al. (1992) found that students 
who perceived close, caring friendships with their peers were more 
engaged at school, while students who felt alone and isolated were at 
increased risk of leaving.  Specifically, 17.5% of socially isolated 
students and only 5.4% of socially popular students, discontinued school 
prematurely. As discussed by Brown and Larson (2009), evidence has 
accumulated on adolescent relationships, with particular types of peer 
relationships, whether they be stable friendships, mutual opposition, or 
relationships that are conflict laden, resulting in certain outcomes. 
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Ellenbogen and Chamberland (1997), for instance, conducted a 
comparative study of at-risk and not at-risk youth. They found that 
students who left prematurely tended to have more friendships with peers 
who left early and fewer friends at school. Generally, a stronger sense of 
school belonging is found to increase student engagement (Brand, Felner, 
Shim, Seitsinger, & Dumas, 2003; Felner & Felner, 1989; Goodenow & 
Grady, 1993; Juvonen et al., 2012). 
Life satisfaction. Wellbeing is a general term used to describe 
the emotional and social health of a student (Miller et al., 2013) and 
Cummins and Lau (2005) identified wellbeing as perceptions of quality 
of life.  The Personal Wellbeing Index for adults (PWI-A) and school 
children (PWI-SC) are scales that have been developed by Cummins and 
Lau (2005). These measures assess satisfaction with a set of general 
domains aggregated to form an overall life wellbeing score.  Domains 
include standards of living, health, personal relationships, and personal 
safety.  Over recent years, there has been considerable interest in the 
construct of wellbeing and the relationship this has with educational 
outcomes (Berger, Alcalay, Torretti, & Milicic, 2011; Miller et al., 2013; 
Nicholson, Lucas, Berthelsen, & Wake, 2010; Saab & Klinger, 2011). 
The increased popularity of this construct has led to wellbeing becoming 
a main social indicator for teachers, psychologists, counsellors and 
researchers to measure the affective development of students (Miller et 
al., 2013).  Miller et al. conducted a study on student wellbeing and 
academic achievement of primary school students.  They found that 
wellbeing was positively related to academic achievement. There has 
also been an increase in educational intervention programs designed to 
enhance aspects of wellbeing, such as social-emotional skills and pro-
social behaviour to improve educational outcomes. A meta-analysis by 
Durlak et al. (2011) evaluated the findings of 213 school-based social 
and emotional learning programs. They found that interventions such as 
these  improved academic achievement by a mean effect size of 0.27. 
This finding suggests that intervention programs designed to enhance 
student wellbeing have a positive effect on academic achievement. In 
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addition, wellbeing is also associated with socioeconomic status. Saab 
and Klinger (2011) measured wellbeing in a sample of 6126 high school 
students.  They found that greater wellbeing was significantly associated 
with increased academic achievement. In a review by Bradley and 
Corwyn (2002) socioeconomic status and child development are 
discussed. They reported that low socioeconomic status is associated 
with a wide range of poorer health, cognitive and socio-emotional 
outcomes.  This view is supported by Nicholson et al. (2010) in a study 
examining the developmental health outcomes of approximately 5000 
Australian children.  
Identification of Relevant Scales 
Existing Instruments 
Educational aspiration cannot be understood by adopting a single 
theoretical framework (Fuller, 2009; Michalos, 2014), that could be 
considered as being underdeveloped. As such, there are myriad scales 
and measures used to investigate the contributing factors associated with 
student educational aspiration.  
A detailed literature search from the years 2010-2015, as well as 
an extensive ‘hand search’, has found 382 papers examining educational 
aspiration (see Appendix E).  This literature search informed this 
research that very few studies utilise the Aspiration Index to examine the 
educational aspirations of high school students.  
Of the measures detailed in the literature, the Aspiration Index is 
commonly utilised in aspiration research; however, the design of the 
Aspiration Index has not been developed for the purpose of examining 
high school student educational aspirations. The studies examining 
aspirations, utilising the Aspiration Index (Grouzet et al., 2005; Kasser 
& Ryan, 1993; Kasser & Ryan, 1996), are discussed in the following nine 
papers (Allan & Duffy, 2014; Henderson-King & Mitchell, 2011; Kasser 
& Ryan, 2001; Morgan & Robinson, 2013; Mouratidis et al., 2013; 
Roman et al., 2015; SabzehAra et al., 2014; Shamloo & Cox, 2010; 
Stevens et al., 2011).  Of these studies, five examine aspirations within a 
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university student population (Henderson-King & Mitchell; Kasser & 
Ryan; SabzehAra et al.; Shamloo & Cox; Stevens et al.),  two within an 
adult population (Allan & Duffy; Morgan & Robinson), and two within 
a high school student population (Mouratidis et al.; Roman et al.). Seven 
of these studies were primarily concerned with intrinsic and extrinsic 
aspiration (Henderson-King & Mitchell; Kasser & Ryan; Morgan & 
Robinson; Mouratidis et al.; Roman et al.; SabzehAra et al.; Shamloo & 
Cox), which is not within the scope of this thesis.  
The studies that specifically examine educational aspirations, 
utilising the Aspiration Index (Grouzet et al., 2005; Kasser & Ryan, 
1993; Kasser & Ryan, 1996;2001) are discussed in these three papers 
(Henderson-King & Mitchell, 2011; Mouratidis et al., 2013; Roman et 
al., 2015).  Of these, one examined the educational aspirations of 
university students (Henderson-King & Mitchell) and two, the 
educational aspirations of high school students (Mouratidis et al.; Roman 
et al.).  None of the studies that utilise the Aspiration Index examined 
educational aspirations in relation to high school student attrition and 
retention. There were a further seven studies that examined educational 
aspirations (Bowden & Doughney, 2010; Boxer et al., 2011; Edgerton et 
al., 2008; Hendricks et al., 2015; Kirk et al., 2012; Larson, Pesch, Bonitz, 
Wu, & Werbel, 2014; Seginer & Vermulst, 2002).  However none of 
these actually utilised the Aspiration Index (Grouzet et al., 2005; Kasser 
& Ryan, 1993; 1996).  
Table 3 details the scales and measures used to measure 
educational aspiration. These instruments are either used in conjunction 
with the Aspiration Index (Grouzet et al., 2005; Kasser & Ryan, 1993; 
1996) or as a measure of educational aspiration where the Aspiration 
Index is not used.  
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Achievement Goal 
Questionnaire  
(Mouratidis et al., 
2013) 
        
        
Aspiration Index - 
1996  
Life Goal Aspiration 
Scale - 18-item 
Shortened Vers.  
(Mouratidis et al., 
2013) 
      A confirmatory factor analysis 
comprising a model in which the 
three intrinsic and three extrinsic 
aspiration latent factors loaded, 
respectively, on an intrinsic and 
extrinsic higher order latent factor 
indicated adequate fit at all three 
waves 
        




       
 
Cronbach’s alpha coefficients 
were .91 for materialism and .86 
for intrinsic aspirations 
(Henderson-King, 2011) 
        
Aspiration Index - 
1996 Version 
(Roman et al., 2015) 
      
 
Cronbach’s alpha coefficients 
were 0.90 for extrinsic life goals 
and 0.81 for intrinsic life goals 
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Ideal And Realistic 
Academic Aspiration 
Questions (Hendricks 
et al., 2015) 
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Achievement Goal 
Questionnaire  
(Mouratidis et al., 
2013) 
        
        
Aspiration Index - 
1996 Life Goal 
Aspiration Scale - 18-
item Shortened Vers.  
(Mouratidis et al., 
2013) 
      A confirmatory factor analysis 
comprising a model in which the 
three intrinsic and three extrinsic 
aspiration latent factors loaded, 
respectively, on an intrinsic and 
extrinsic higher order latent factor 
indicated adequate fit at all three 
waves 
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Higher Order Factor Analysis 
 
Cronbach’s alpha coefficients 
were .91 for materialism and .86 
for intrinsic aspirations 
(Henderson-King, 2011) 
        
Aspiration Index - 
1996 Version 
(Roman et al., 2015) 
      
 
Cronbach’s alpha coefficients 
were 0.90 for extrinsic life goals 
and 0.81 for intrinsic life goals 
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Ideal And Realistic 
Academic Aspiration 
Questions  
(Kirk et al., 2012) 
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Ideal And Realistic 
Academic Aspiration 
Questions  
(Seginer & Vermulst, 
2002) 
       
        
Expectation/Aspiratio
n Measure  
(Hendricks et al., 
2015) 
      
 
The Expectations /Aspirations 
Scale is a psychometrically sound 
measure with a Cronbach’s alpha 
coefficients were 0.78 and 0.87 
for grade 7 and grade 8 learners 
respectively 
        
Learning And Study 
Strategies Inventory  
(Mouratidis et al., 
2013) 
      
 
Internal consistency was 
acceptable on all three waves 






      
 
Cronbach’s alpha coefficients 
ranged from .77 to .93 
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Cronbach’s alpha coefficients 
were .88 for Search and .87 for 
Presence 




(Mouratidis et al., 
2013) 
      
 
Sufficient Internal Consistencies 
were found on all three waves 
        



















        
Multidimensional 
Scale of Perceived 
Social Support  
(Hendricks et al., 
2015) 
      
 
The measure demonstrates good 
internal consistency of 0.88, test-
retest reliability and factorial 
validity  
        
New General Self-
Efficacy Scale  
(Hendricks et al., 
2015) 
      The initial psychometric evidence 
for this scale showed internal 
consistency scores ranging from 
0.85 to 0.90 and stability 
coefficient scores ranging from r 
= 0.62 to r = 0.65  
        
Parenting Styles and 
Dimensions 
Questionnaire 
(Roman et al., 2015) 
      
 
The Cronbach’s alpha 
coefficients were:  
0.92 for authoritative parenting  
0.88 for authoritarian parenting 
style 
0.62 for permissive parenting 
style (mothers)  
0.96 for authoritative parenting 
style 
0.94 for authoritarian parenting 
style and  
0.78 for permissive parenting 
style (fathers) 
        
PISA Survey  
(Edgerton et al., 
2008) 
       




(Kirk et al., 2012) 
      
 
The SAAS-R is a demonstrated 
reliable measure of five factors 
with Cronbach’s alpha 
coefficients were 0.85 or higher  
        



















        
Positive and Negative 
Affect Schedule  
(Roman et al., 2015) 
      
 
The Cronbach’s alpha 
coefficients were 0.81 for positive 
affect and 0.78 for negative affect 
        
Psychological Needs 
Scale Roman et al. 
(2015)  
      
 
The Cronbach’s alpha 
coefficients were 0.73 for need 
satisfaction and 0.74 for need 
frustration 
        
Rosenberg Self-
Esteem Scale  
(Hendricks et al., 
2015) 
      
 
Reported high reliability 
coefficients for the scale, with 
Cronbach’s alphas coefficients 
ranging from 0.93 to 0.97  
        
Selected questions 
related to educational 
aspiration 
(Boxer et al., 2011) 
       
        
Selected Questions 
related to educational 
aspirations 
(Larson et al., 2014) 
       
Note: FV= Face Validity; PV= Predictive Validity; CCV= Concurrent Validity; 
CV= Convergent Validity; DV= Discriminant Validity; CFA= Confirmatory Factor 
Analysis. 
 
The Current Study 
The above literature review highlights the need to collate a set of 
measures that can provide a valid measure of the six identified constructs 
in the context of examining high school student aspirations. Thus, this 
study describes the development and pilot of a questionnaire that collated 
and adapted a set of measures designed to examine the predictors of 
educational aspiration and student aspirations to complete high school 
and attend university. It also examines how these predictors are related 
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to high school student aspiration. Scale selection and refinement was 
based on extensive literature research examining the predictors of student 
aspiration. This led to an initial set of items and scales that was refined 
using data from two waves (i.e., two time points) of data from a cohort 
of students in their first year of high school.  Exploratory factor analysis 
was used to refine the scales and examine the factor structure of this 
measurement tool. Correlational analyses examined the relationships 
between educational aspiration and the six predictors of educational 
engagement, achievement goal setting, perceptions of school quality, 
educational self-efficacy, school friendships, and life satisfaction. 
Hypotheses 
Hypothesis 1.  Educational aspirations would have strong 
correlations with the six core scales in this measure. 
Hypothesis 2.  Educational engagement would be the strongest 
predictor for educational aspirations. 
Hypothesis 3.  Goal setting and student perceptions of school 
quality would be positively related to educational engagement. 
Method 
Participants and Procedure 
Participants for this study were Year 7 high school students from 
seven low socioeconomic high schools in Melbourne and the Greater 
Geelong area.  Prior to commencement of this study, the differences 
within and between the schools were examined to ensure comparability 
of results. School were selected according to low socioeconomic status 
and student demographic.  Additionally participating schools were 
similar in geographical location (all being regionally located).  The 
selection process therefore ensured that differences within and between 
schools was reduced.   
Students were initially invited to participate in the study at the 
start of the year (2013) and were required to have signed parental consent 
and signed student consent in order to participate. During the year, 
students were assigned to participate in either the intervention group or 
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a non-intervention control group. Students completed the Predictors of 
Student Educational Aspiration Survey, at two time points in the year: 
pre intervention (T1) and post-intervention (T2).  The second time point 
was approximately six months after the initial data collection.   
Four hundred and fifty-two Year 7 students completed the survey 
at T1 (46.6% male).  A total of 393 participants completed the survey at 
T2.  The mean age of the sample across T1 and T2 was 12.04 years 
(SD=0.75). Seventy-three participants across T1 and T2 were excluded 
from analysis due to missing values - the criteria of exclusion of 
participants being >20% missing data.  All other missing values were 
replaced using the method of expectation maximisation. A total of 379 
participants at T1 and T2 were retained for analysis (47.6% male). Table 
4 presents the total sample characteristics for T1 and T2. Sample size at 
each participating school at both time points were 52, 83, 322, 102, 30, 
175, and 81 at the seven schools respectively, a total of 845 observations 
across both time points. 
  
School participants across both time points 
School T1 T2 Total 
1 25 27 52 
2 45 38 83 
3 175 147 322 
4 51 51 102 
5 17 13 30 
6 95 80 175 
7 44 37 81 
Total 452 393 845 
  
Measures 
The Predictors of Student Educational Aspiration Survey, (pilot 
version) was a self-report questionnaire (Refer to Appendix A) designed 
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by Deakin University specifically for the examination of the predictors 
of student aspiration to complete high school and attend university.  This 
survey was developed and piloted at T1 in 2013 and comprised nine core 
multi-item scales as well as additional items that related to the 
examination of student attrition, retention and educational aspirations. 
These scales were developed from existing measures previously shown 
to have good psychometric properties in assessing the domains relevant 
to student educational aspiration.  Furthermore, this survey was designed 
to assess the diverse range of constructs that relate to student attrition and 
retention, coupled with the barriers and difficulties student face in 
completing their education.  Finally, the survey design specifically 
supported a longitudinal investigation of high school interventions 
programs intended to increase student educational aspiration to complete 
high school and attend university.  
The initial version of the survey consisted of 94 items. A total of 
37 items aligned with other domains, such as student barriers and 
difficulties to completing high school, items associated with homework, 
qualitative short answer questions and demographic items.  An additional 
57 items made up the nine supporting scales and were associated with 
student educational aspiration. These scales were Educational 
Engagement (11 items), Goal Setting Assessment (10 items), Perceptions 
of School Quality (6 items), Educational Self-efficacy (7 items), School 
Friendships (5 items), Life Satisfaction (8 items), Autonomy (3 items), 
Environmental Mastery (4 items), and Extrinsic Motivation (3 items).  
Figure 4 details the scale refinement process from the original 94 
item Predictors of Student Educational Aspiration Survey to the 42 item 
survey utilised in this analysis. 
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 Scale refinement flow chart 
 
Survey Scales 
Educational Engagement. This scale measured the degree to 
which students participated in class, their involvement in their school 
work and homework, and the value they placed on their education. The 
Educational Engagement scale was initially based on 11 items, four 
derived from Smerdon (2002), a longitudinal study of 11,807 students 
across 808 high schools; two items from the National Survey of Student 
Engagement (NSSE), an established fixture in educational assessment 
(NSSE, 2017); and five from the Student Engagement Questionnaire 
(SEQ, 2017), a derivative of the NSSE. Within this scale, there were 
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minor adaptations from the original source wording.  In addition, two 
items were deleted because of poor loadings. Details of the changes to 
item wordings can be found in Appendix A. The final scale consisted of 
nine items. An example item on this scale was: During the last year, how 
often have you ‘asked questions or contributed to discussions’.  Response 
options were 1= never, 2= sometimes, 3= often, 4= always, or unsure 
(which was deleted for analysis). The Educational Engagement scale was 
scored as the mean of constituent items and the purpose of this measure 
was to examine the student engagement with teachers, homework, school 
work and additional school services. Higher scores on this scale indicated 
greater educational engagement. 
Achievement Goal Setting. This scale measured the degree to 
which students planned their goals.  The purpose of this measure was to 
establish the student’s perception of their goal achievement, how they 
aimed to achieve their goals, how they structured their learning goals, 
and how they adjusted their actions to achieve their educational goals. 
Goal Setting Assessment was designed by Tiffany (2013) and comprised 
10 items; however, for this scale, one item was deleted due to poor 
loadings.  The final modified scale comprised nine items. Item wording 
was altered from the original goal setting assessment source, and details 
of these can be found in Appendix A.  Example items on this scale 
include ‘I keep a written set of long-term goals for my study and my 
personal life’ and ‘I keep a daily ‘to do’ list’. Response options were 1 = 
never, 2 = sometimes, 3 = often, 4 = always, or unsure (which was deleted 
for analysis). Higher scores on this scale indicated a greater emphasis on 
goal management in order to accomplish the educational goals students 
set for themselves.  This scale was scored as the mean of constituent 
items.  
Perceptions of School Quality Scale. This scale measured 
student perceptions of school quality.  The purpose of this measure was 
to establish student perceptions of the quality of support they received 
academically and socially, their perceptions of support in relation to their 
out-of-school responsibilities, as well as the quality of the school 
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facilities.  This scale initially comprised 6 items that were modified from 
the Student Engagement Questionnaire SEQ (2017). One item was 
subsequently removed due to poor loadings, reducing this scale to five 
items for analysis.  Details of the changes can be found in Appendix A.  
Items from this scale included asking students if they thought the school 
‘provides the support I need to succeed academically’ and ‘helps me cope 
with out-of-school responsibilities (family, work, etc.)’. Response 
options were 1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 
5 = strongly agree.  High scores on this scale indicated the student felt an 
increased sense of support academically and from the staff that they 
perceived a greater sense of the social aspects of school enhancing their 
learning experience, and they perceived the quality of the school 
facilities as higher. This scale was scored as the mean of constituent 
items. 
Educational Self-efficacy. This scale measured the degree to 
which students perceived their educational self-efficacy. The purpose of 
this measure was to establish the student’s educational self-efficacy; their 
sense of confidence and ability with their studies, with achieving the 
tasks, goals and grades they want, and their confidence in social and 
academic integration. This scale comprised seven item derived from 
Bandura (1997) Social Cognitive Theory and items from Bandura (2006) 
Children’s Self-efficacy scale (CSES).  No items were deleted from this 
scale during scale refinement; however, wording of these items was 
altered from the original source wording. Details of wording changes can 
be found in Appendix A.  An example item on the self-efficacy scale was 
‘I am confident that if I chose to I could get good grades at school this 
year’.  Response options were 0 = very sad, to 10 = very happy and higher 
scores on this scale indicated the student’s increased sense of educational 
confidence and capabilities.  The scale was scored as the mean of 
constituent items.  
School Friendships. This scale measured the degree to which 
students observed their school friendships and felt supported by their 
peers. The purpose of this measure was to establish the student’s sense 
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of their school peer relationships, the mutual trust they had with their 
peers, and their sense of connectedness with their school friends.  The 
school friendships scale comprised five items modified from the positive 
relations subscale of the Psychological Wellbeing Scale (PWB) (Ryff, 
1989).  One item was deleted from this scale due to poor loadings.  There 
were also modifications of wording from the original source.  Details of 
these changes can be found in Appendix A.  This scale was therefore 
reduced to four items for future analysis. An example of an item on this 
scale was ‘I have good friends at this school’. Response options were 1 
= strongly disagree, 2 = disagree, 3 = neutral, 4 = agree or unsure (which 
was deleted for analysis).  High scores on this scale indicated that 
students felt more strongly that they had good friends at school and felt 
more supported by their friends emotionally.  The scale was scored as 
the mean of constituent items. 
Life Satisfaction. This scale measured a student’s satisfaction 
with life, including general personal wellbeing.  The purpose of this 
measure was to establish the sense of student life satisfaction in relation 
to standards of living, health, life achievement, personal relationships, 
personal safety, community connectedness and future security.  This 
scale comprised eight items from the Personal Wellbeing Index – School 
Children (PWI-SC) (Cummins & Lau, 2005).  No items from this scale 
were deleted; however, there were wording changes from the original 
source.  Details of these changes can be found in Appendix A.  Examples 
of items on this scale include ‘How happy are you – with your life as a 
whole’ and ‘How happy are you – about what might happen to you later 
in life?’  Response options were from 0 = very sad, to 10 = very happy.  
As per scale instruction (Cummins & Lau), all scores of 100 and 0 were 
deleted.  The scale was scored as the mean of constituent items, which 
was multiplied by 100 to indicate a percentage.  High scores on this scale 
indicated that students had a greater sense of life satisfaction.  
Dropped Scales 
The following three scales were initially included in the overall 
survey, however were dropped from subsequent analyses. 
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Autonomy. This scale measured the degree to which students 
perceived their independence from their peers and their confidence in 
their own opinions.  The purpose of this measure was to establish the 
student’s sense of their own confidence, separateness and independence 
of thought from their school friends.  The autonomy scale comprised 
three items modified from the autonomy subscale of Ryff (1989) 
Psychological Wellbeing Scale (PWB).  All three items of this scale were 
deleted due to poor test-retest stability.  Details of these items can be 
found in Appendix A. An example of an item on this scale was ‘I am 
easily influenced by other people’. Response options were 1 = strongly 
disagree, 2 = disagree, 3 = neutral, 4 = agree or unsure (which was 
deleted for analysis). High scores on this scale indicated that students felt 
a stronger sense of independence from their peers and a greater sense of 
confidence in their opinions.  This scale was scored as the mean of 
constituent items.  
Environmental Mastery. This scale measured the degree to 
which students felt they could manage their environment.  This scale 
comprised four items modified from Ryff's (1989) environmental 
mastery subscale.  This scale was dropped due to poor test-retest stability.  
Details of these items can be found in Appendix A. An example of an 
item used on this scale was ‘I can usually overcome difficulties with my 
schoolwork’.  Response options were 1 = strongly disagree, 2 = disagree, 
3 = neutral, 4 = agree or unsure.  High scores on this scale indicated that 
the students had a greater sense of mastery within the school environment 
and a greater sense of decisiveness in relation to their decision making 
about overcoming difficulties.  The scale was scored as the mean of 
constituent items. 
Extrinsic Motivation. This scale measured the degree to which 
students were motivated by factors external to themselves, such as the 
influence of their school friends or the opinion of their parents.  This 
scale comprised three items included in this survey by Deakin University. 
Ultimately, this scale was dropped due to poor test-retest stability.  
Details of these items can be found in Appendix A.  An example of an 
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item used on this scale was ‘It is important to my school friends that they 
get good grades at school’. Response options were 1 = strongly disagree, 
2 = disagree, 3 = neutral, 4 = agree or unsure.  High scores on this scale 
indicated that the students experienced a greater sense of motivation for 
their schooling from others.  The scale was scored as the mean of 
constituent items and the purpose of this measure was to establish the 
degree to which students were influenced by their peer and parents in 
relation to their motivation to achieve good grades and complete high 
school.  
Additional Measures 
Educational aspirations.  Educational aspiration was measured 
using a single item in which students indicate what their main reason was 
for being at school. Response were: ‘To complete Year 10’; ‘To complete 
Year 12’ and ‘To be eligible for the uni degree I want’.  This item was a 
check item response with student indicating agreement by ticking the 
accompanying checkbox.  Scoring of this item was either 0 (no response) 
and 1(ticked response).  Details of this item can be found in Appendix A. 
Reason for being at school.  Students were also asked to indicate 
their main reasons for being at school, their long term goals for their 
education, and the barriers/difficulties they perceived in regard to 
completing Year 12. Each item had a series of responses, which the 
participant responded by checking a box to indicate they agreed with the 
statement.  Participants could select more than one response to each item.  
Details of these items can be found in Appendix A. 
Long-term reason for education.   Participants were asked to 
indicate what, in the long term, they planned to use their education for.  
There were seven items such as ‘Did they plan to use their education to 
be eligible for the job they wanted’ or ‘To earn a higher income’.  A 
further option of ‘Other’ was included for a written short answer 
response.  Details of these items can be found in Appendix A. 
Barriers and difficulties to completing year 12. Participants 
were asked to indicate what they thought were the main barriers or 
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difficulties to completing Year 12.  There were nine items pertaining to 
the barriers to complete Year 12, such as ‘Financial pressure’ or ‘Lack 
of friends’.  Details of these items can be found in Appendix A. 
Open-ended questions. Three short open-ended questions were 
asked.  These items were based on literature research and examined the 
reasons why students stay or leave school prior to graduation.  The items 
were 1) ‘What resources do you use to help you with your studies?’, 2) 
‘What would be the main reasons why you would leave school before 
Year 12?’, and 3) ‘What would be the main reasons why you would stay 
to finish Year 12?’.  Details of these items can be found in Appendix A. 
Demographics.  Finally, a range of demographic items (7 items) 
were incorporated into the Predictors of Student Educational Aspiration 
Survey, which included: gender, age, postcode and family household 
composition.  The participant’s personal school student ID number was 
recorded.  This information was retained to enable student tracking 
across future collection points.  Details of these items can be found in 
Appendix A. 
Data Analytic Approach  
Test-retest scale stability was evaluated by correlating scales 
scores between T1 and T2.  In addition, scale refinement utilised 
principal components analysis, which confirmed the factor structure of 
the scales and overall validity of the measure.  This was following by a 
correlational analysis between the six core scales and educational 
aspiration.  The modification of this instrument therefore followed an 
ordered progression of refinements, with the final measure having been 
evaluated in terms of the factor structure, internal consistency and test-
retest stability.  
Results 
Refinement of the Scales  
Initial analyses sought to refine the initial nine scales comprising 
57 items.  Three scales (i.e., Autonomy, Environmental Mastery and 
Extrinsic Motivation) and their constituent items were dropped because 
CHAPTER 4:  SURVEY DEVELOPMENT  84 
 
they did not achieve acceptable test-retest reliability.  Items were 
assigned to a factor if their main loadings were >.40 (and no side loadings 
were > .30), in addition to the exclusion of items with intercorrelations 
higher than r > .80 to avoid multi-collinearity. 
Of the six remaining scales, three items were deleted completely 
from the survey because they examined student extrinsic motivation, 
which was not within the scope of this study and were not considered to 
be relevant.  Further analyses led to the deletion of five additional items 
from the analysis. These items were excluded due to poor stability.  A 
total of 15 items were therefore removed in this refinement process as a 
result of poor test-retest stability and factor loadings and inter-item 
correlations not meeting the set criteria (see Figure 4, which details the 
scale refinement process).  
Properties of the Refined Scales 
To investigate the dimensionality of the remaining six core scales, 
principal component analysis was conducted using an oblique rotation. 
Kaisers’ criteria (Eigenvalues > 1) suggested that eight components 
should be extracted, which broadly aligned with the six proposed core 
scales. Items from the educational engagement scale were split into three 
separate components (i.e., engagement interest, engagement education 
and engagement initiative) in addition to components for achievement 
goal setting, perceptions of school quality, educational self-efficacy, 
school friendships and life satisfaction.  The following six refined scales, 
comprising 42 items, were utilised in subsequent analysis: Educational 
Engagement (9 items), Achievement Goal Setting (9 items), Perceptions 
of School Quality (5 items), Educational Self-efficacy (7 items), School 
Friendships (4 items) and Life Satisfaction (8 items). 
The factor structure of the refined scale using PCA on T1 data 
with an oblique rotation was examined.  A cut-off 0.30 for deletion of 
loadings was used.  The eight component model accounted for 56.48% 
of the variance.  Factor loadings and communalities (h2) are shown in 
Table 5.  
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Factor Loadings of Principal Components Analysis using refined scales  
 Item Factor Loadings 
h2 F1 F2 F3 F4 F5 F6 F7 F8 
ENGAGEMENT (9) 
1 Asked questions or 
contributed to discussions 
.56        .69 
2 Asked teachers for advice .60        .73 
3 Worked hard to understand 
difficult ideas 
.49     .47    
4 Came to class having 
completed readings or 
homework 
.63     .77    
5 Kept up to date with your 
school work 
.65     .75    
6 Discussed ideas from your 
classes with other people 
from outside your school 
(i.e., family, other friends) 
.40       .37  
7 I think the classes here are 
interesting 
.33       .42  
8 Education is important to me .53     .53    
9 I have nothing better to do 
than go to school  
.44       .54  
GOAL SETTING (9) 
15 I keep a written set of long-
term goals for my study and 
my personal life.  
.64  .73       
16 I keep a written set of short-
term goals for my study and 
my personal life.  
.58  .74       
17 I know specifically what 
grade point average I plan to 
make this semester* 
.91     -.96     
18 My goals are specific, 
measurable, achievable, 
relevant and include a time 
frame for completion. 
.36  .44       
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 Item Factor Loadings 
h2 F1 F2 F3 F4 F5 F6 F7 F8 
19 My major goals are divided 
into smaller goals.  
.55  .63       
20 I set goals and monitor my 
progress towards completing 
my goals on a weekly basis 
.59  .74       
21 I keep a daily ‘to do’ list .70      .69   
22 If needed, I adjust my 
actions to try and keep on 
track with completing my 
goals* 
.61      .40   
23 I keep a record of my goals 
and reward myself when I 
achieve them 
.52  .72       
SCHOOL QUALITY (5) 
10 Provides the support I need 
to succeed academically 
.59    .71     
11 Encourages contact between 
students from a range of 
economic, social, racial and 
ethnic backgrounds 
.55    .69     
12 Helps me cope with out-of-
school responsibilities 
(family work etc.)  
.90     -.94    
13 Provides school events and 
activities (sports, social 
events etc) 
.52    .60     
14 Enough computers for my 
academic needs 
.53    .70     
SELF-EFFICACY (7) 
24 Get good grades at school 
this year  
.70 .84        
25 Satisfactorily pass this year 
at school 
.68 .69        
26 Complete all my school 
work on time 
.65 .59        
27 Make good friends at school .70   .54      
28 Achieve the goals that I set 
for myself this year 
.65 .65        
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 Item Factor Loadings 
h2 F1 F2 F3 F4 F5 F6 F7 F8 
           
29 Succeed at difficult tasks I 
come across during the year 
.71 .73        
30 Get better grades than the 
average Year 7-8-9 or 10 
student at my school 
.65 .80        
SCHOOL FRIENDSHIPS (4) 
31 I have good friends at this 
school 
.68   .71      
32 I can rely on my school 
friends if I have problems 
.65   .76      
33 My school friends care about 
me 
.38   .52      
34 I feel emotionally close to 
my school friends 
.55   .70      
LIFE SATISFACTION (8) 
35 With your life as a whole? .61      .75   
36 With the things you have? 
Like the money you have 
and the things you own? 
.57      .72   
37 With your health? .43      .54   
38 With the things you want to 
be good at? 
.38      .88   
39 About getting on with the 
people you know? 
.60      .42   
40 About how safe you feel? .54      .64   
41 About doing things in your 
community? 
.55      .66   
42 About what might happen to 
you later in your life? 
.54      .53   
 
The percentage of variance explained by the first 8 un-rotated 
components was 24.75, 7.48, 5.81, 5.02, 3.69, 3.58, 3.27, and 2.89. The 
factor structure of this model was supported.  Distinctive factors 
extracted from the principal components analysis were confirmed.  Items 
on the measurement instrument loaded together, verifying the construct 
validity. In addition, the discriminant validity (representing the degree to 
which the items are or are not related) demonstrated distinctive factors 
that corresponded to the core scales on the survey.  
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Educational Engagement was split into three subcategories of 
interest, education and initiative.  Educational engagement is closely 
linked with a student’s personal interest and relevance to their world 
outside of school (Conner, 2009).  It has been consistently shown that 
students who find classes interesting persist with difficulties, self-
regulate effectively and adopt deeper learning strategies (Darnon, 
Butera, & Harackiewicz, 2007; Harackiewicz et al., 2000; Karabenick, 
2003). Caraway et al. (2003); DiPerna et al. (2005); Finn and Rock (1997) 
and Wu et al. (2010) also report a strong relationship between poor 
school engagement and lowered educational and academic achievement.  
Additionally, a student’s initiative is closely related to their engagement 
and confidence in their ability to accomplish a task, facilitating their 
aspirations to achieve (Gutman & Schoon, 2012).  Moreover, Gutman 
and Schoon found significant associations between academic 
performance and expectations.  Items within Student Engagement show 
a mostly strong factorial validity, suggesting the scale was robust.  The 
factor loadings for goal setting mostly indicated that, within this scale, 
there was good internal consistency and construct validity was supported.  
The goal construct has been extensively linked with achievement, such 
as Elliot and McGregor (2001) in addition to learning performance, such 
as Lens et al. (2002) and the students pursuit of multiple goals, either 
specific or general, to accompany what they hope to achieve 
(Harackiewicz et al., 2000).  The factor loadings for school quality 
generally demonstrated good construct validity and good internal 
consistency.  The item loadings on this scale are supported by previous 
research, such as Feldman (1993) and Helland et al. (2002), 
demonstrating that policies and student support are related to perceptions 
of school quality.  
The factor loadings for self-efficacy indicate that within this scale 
there was good internal consistency and construct validity was supported 
in a manner that is comparable with previous research.  This includes the 
relationship between a student’s confidence and their ability to 
successfully accomplish tasks (Gutman & Schoon, 2012).  In addition, 
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the school friendships indicated that within this scale there was strong 
internal consistency and construct validity was well supported.  
Furthermore, the construct validity and internal consistency of the life 
satisfaction scale was also supported as identified by Cummins and Lau 
(2005).   
Reliability of the refined scales showed good internal consistency 
using Cronbach’s alpha (see Table 6) with alpha ranging from .72 to .89.  
Test-retest scale stability was evaluated by correlating scales scores 
between T1 and T2 (see Table 6).  Test-retest correlations were moderate 
to large, ranging from .29 to .55.  In particular, engagement, life 
satisfaction, self-efficacy and goal achievement indicated a more stable 
relationship compared with the other scales.  Interestingly, the lowest 
test-retest correlation was that of perceptions of school quality.  This may 
be attributed to the fact that these were Year 7 students, in their first year 
of high school.  They may have been more enthusiastic at the beginning 
of the year, however, their perception of the school quality decreased at 
the end of the year.  They may additionally, not have had a good 
understanding of what ‘school quality’ was in a high school context, as 
this was their first year of high school.  Additionally perceptions of 
school quality may be something that is developed as the students 
progress through high school.  As such, it could be expected that 
variables that are more related to context may be less stable compared to 
variables that are fundamental characteristics of that person.   
  
Descriptive statistics and test-retest reliability on refined scales 











 M SD M SD α (r) 
Educational 
Engagement 
31.40 3.62 30.68 4.07 .75 .51** 
Achievement Goal 
Setting 
25.46 5.30 24.14 5.59 .80 .41** 




23.98 3.42 23.03 3.62 .72 .29** 
Educational Self-
efficacy 
57.70 9.60 55.09 11.76 .89 .49** 
School Friendships 16.80 3.23 16.71 3.21 .83 .34** 
Life Satisfaction 81.32 13.16 79.93 13.73 .83 .55** 
** = p<.001. All scales demonstrated highly significant (p<.001), 
moderate positive correlation between the T1 and T2 data. 
Educational Aspiration and Scale Correlations 
In general, the aspiration item suggested that most students 
aspired to complete high school and attend university at both T1 and T2.  
Specifically, at T1, 6.2% of students wanted to leave school as soon as 
possible, 2.0% reported they wanted to leave after completing Year 10, 
26.2% planned on finishing Year 12, and 65.6% of students wanted to 
attend university.  At T2, 5.5% of participants wanted to leave school as 
soon as possible, 3.7% of students wanted to leave after completing Year 
10, 29.5% of participants reported wanting to complete Year 12 and 61.3% 
of students aspired to complete a university degree, a slight decrease 
compared to T1 aspirations.  
In order to examine the degree to which the identified scales 
predict student aspirations, correlations with Educational Aspirations 
(intention to complete high school and go to university) were examined 
(see Table 7). Educational engagement was highly positively correlated 
with goal setting, school quality and self-efficacy.  Educational self-
efficacy was also highly correlated with goal setting. Interestingly, 
school friendships appear to have no connection with educational 
aspiration.  Another interesting relationship is that of educational self-
efficacy and life satisfaction.  This is the strongest relationship between 
the seven scales and indicates they are highly predictive of one another. 
In addition, this correlational analysis suggests that educational 
aspiration did significantly predicted educational engagement (r=.25), 
goal setting (r=.23), school quality(r=.11), life satisfaction(r=.12), and 
self-efficacy (r=.21); however the relationships were very small. 
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General correlational patterns show the intercorrelations between 
achievement goal setting, perceptions of school quality and self-efficacy 
correlate particularly highly (i.e., around .4 to .6).  This is in contrast to 
school friendships and life satisfaction, which have intercorrelations 
more consistent with .1 to .3.  Furthermore, the predictors of educational 
aspiration were low (i.e., around .1 to .2), the highest of these being 
related to measures of educational achievement, such as educational 
engagement, goal setting and self-efficacy. 
Table 7 presents the correlations between six predictors and 
students’ educational aspiration.  
  
Correlation table between the six core predictors and student 
aspiration 
Scale 1 2 3 4 5 6 7 
(1) Educational Aspiration        
(2) Educational Engagement .25       
(3) Achievement Goal Setting .23 .61      
(4) Perceptions of School Quality .11 .51 .40     
(5) School Friendships .08 .26 .20 .21    
(6) Life Satisfaction .12 .35 .37 .34 .29   
(7) Educational Self-efficacy .21 .57 .43 .37 .31 .65  
*Correlations above .10 are significant at p<.05. 
 
It was predicted in our first hypothesis that educational 
aspirations would have a strong relationship with the six cores scales 
examined in the study.  Educational aspirations did have a significant 
relationship with five of the six scales; however this relationships were 
not strong.  It was assumed in our second hypothesis that educational 
engagement would be the strongest predictor of educational aspiration.  
Although educational engagement and educational aspiration did show a 
significant relationship, this relationship was, again, not very strong.  Our 
third hypothesis stated that goal setting and educational engagement 
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would be strongly related.  This hypothesis was supported.  Educational 
engagement and goals setting were highly predictive of one another, 
which is consistent with previous research.  
The correlations between student educational aspirations and the 
six core scales examined in this study were low as a result of the measure 
of student educational aspirations being a poor measure; only consisting 
of one item.   Although the relationships between student educational 
aspirations and the core scale were significant were five of the six scales, 
the relationship was very low; being negligible to small in most cases, 
thus contradicting our first hypothesis that educational aspirations would 
have a very strong relationship with the core scales.  As such, a more 
robust measure of student educational aspiration is warranted. 
Discussion 
The present study aimed to refine and evaluate the psychometric 
properties of a high school student questionnaire designed to measure the 
correlates of student educational aspiration within a high school context. 
Researchers have explored the relationship between student educational 
aspiration the key predictors of educational aspiration.  Empirical studies 
have confirmed the relevance of educational engagement (Fredricks et 
al., 2004; Fredricks et al., 2011; Hazel et al., 2013; Kortering & Braziel, 
2008; Wang & Holcombe, 2010), goal setting (Lens et al., 2002), school 
quality (Bean, 1981; Kuh, 2001; Tinto, 1975), self-efficacy (Bandura, 
Barbaranelli, et al., 2001; Gutman & Schoon, 2012), school friendships 
(Ellenbogen & Chamberland, 1997; Kaplan et al., 1997; Rumberger, 
1995), and life satisfaction (Hendricks et al., 2015; Miller et al., 2013) as 
being important factors in assessing educational success. This study 
examined the intercorrelations of these predictors and the degree to 
which they explained student educational aspiration.  
The scale development process underwent several steps informed 
by test-retest stability, exploratory factor analysis, and correlational 
analysis.  As such, the refinement of these scales was in line with the 
aims of this research: to clarify how educational aspiration was 
influenced by these six core scales.  In addition, scale refinement sought 
CHAPTER 4:  SURVEY DEVELOPMENT  93 
 
to strengthen the psychometric properties of this instrument and validate 
this newly-developed scale for the future examination of high school 
student educational aspirations to complete high school and attend 
university.  
The refined scales used in this survey instrument showed a strong 
positive relationships between educational engagement and achievement 
goal setting, perceptions of school quality, and educational self-efficacy.  
These findings are similar with the literature, which reports strong 
relationships between poor school engagement and lowered academic 
achievement (Caraway et al., 2003; DiPerna et al., 2005; Finn & Rock, 
1997; Wu et al., 2010), in addition to a greater likelihood of leaving 
school prematurely (Alexander et al., 1997; Sinclair et al., 2003).  The 
strong positive relationship between educational engagement and 
achievement goal setting is also consistent within the literature.  Goal 
constructs are extensively linked with achievement (Elliot & McGregor, 
2001) and an orientation towards motivation and underlying attitudes and 
goals (Ryan & Deci, 2000). A student’s beliefs in their academic 
achievement influences their goals and final academic achievement 
(Zimmerman, Bandura, & Martinez-Pons, 1992). Furthermore, as 
outlined by Tinto (1975), commitment to the goal of completion is 
considered the most influential determinant of persistence to remain in 
education.  Although this survey was designed to investigate student 
educational aspiration, it does appear from this study that this survey may 
be more effective in predicting high school achievement-related 
measures such as goal setting, engagement and self-efficacy, which 
correlate more strongly with educational aspirations. 
Review of the Refined Scale 
The refinement of this survey followed a three-step process 
aimed at strengthening the validity and reliability of the key scales used 
to measure high school student educational aspiration.  The initial 
refinement of the scales, utilising test-retest reliability, indicated that the 
scales of Autonomy, Environmental Mastery, and Extrinsic Motivation 
were not stable across time.  Previous research such as Conner (2009) 
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and Marks (2000) has indicated that autonomy and student motivation 
are linked, with Morgan and Robinson (2013) confirming the association 
between autonomy and aspirations.  The deletion of the Autonomy scale 
from this survey, however, was necessary due to low reliability 
coefficients and scale instability.  The Environmental Mastery scale was 
also deleted due to poor test-retest stability. Environmental mastery 
reflects the sense of being in control of one’s environment and having 
the ability to manage environmental challenges (Segrin & Taylor, 2007).  
Previous research by Senko et al. (2011) has established that students 
who pursue mastery goals (compared with those who don’t) find classes 
interesting and persist with difficulties.  As discussed by Tuominen-Soini, 
Salmela-Aro & Niemivirta (2012), relatively few empirical studies have 
explicitly investigated the longitudinal stability of goal orientations.  
Additionally it was noted that fewer studies investigate the development 
of achievement goal orientations in relation to goal transitions.  Further, 
they note that the existing results concerning goal stability is diverse.  
Mouratidis et al. (2013) demonstrated an association between goal 
mastery and aspirations in high school students.  The deletion of this 
scale, however was necessary as poor test-retest reliability impacted the 
stability of this measure.  The Extrinsic Motivation scale was also deleted 
from this instrument.  As discussed by Cox and Klinger (2004), Deci, 
Koestner, and Ryan (1999), and Ryan and Deci (2000), extrinsic 
motivation is associated with goal attainment, and Henderson-King and 
Mitchell (2011), Kasser (2003) and Sheldon et al. (2010) found students 
high in extrinsic goal pursuits, did not function as well at school, had 
lower self-esteem, greater drug use and a lower quality of relationships 
as well as having lower psychological wellbeing and life satisfaction 
(Henderson-King & Mitchell, 2011; Kasser & Ryan, 1993; Kasser & 
Ryan, 2001).  The poor test-retest stability of this scale, however, 
indicated that deletion was necessary. The deletion of these three scales, 
comprising 10 items, strengthened the psychometric properties of this 
measure. Additionally, a further five items considered redundant to the 
scales were excluded from analysis as a result of poor factor loadings.  
This further strengthened the construct validity of each scale. Six scales 
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- Educational Engagement, Achievement Goal Setting, Perceptions of 
School Quality, Educational Self-efficacy, School Friendships and Life 
Satisfaction - predictive of student educational aspiration, were retained 
in this survey.  Supplementary modifications, however, were made to the 
remaining scales. These included item wording changes from the original 
source.  This was intended to clarify and simplify the questions for an 
early high school and a diverse student demographic readership that had 
trouble understanding the content. 
 Finally, principal components analysis was utilised to validate 
factor structure.  An eight-factor structure was supported, and indicated 
educational engagement as split into three components: engagement 
interest, engagement education and engagement initiative, in addition to 
the five accompanying factors: achievement goal setting, perceptions of 
school quality, educational self-efficacy, school friendships and life 
satisfaction.  The factor structure confirmed the overall validity of the 
measure for the examination of the predictors of educational aspiration.  
The design and refinement of these scales was achieved by a 
succession of processes: the initial design of the scales, pilot testing with 
children in relevant age groups, followed by modified wording to 
accommodate a younger sample.  In addition, the scale item wordings 
were further refined after the T1 survey data collection.  This was done 
in response to student feedback during data collection.  Students 
indicating that the wording and questions were too complicated to 
understand and many students required assistance in reading and 
answering the survey.  On occasion, class teachers assisted students with 
answering the questions. This was inappropriate, as this survey was 
private and confidential.  This created the immediate need to refine the 
scale items, ensuring participant confidentiality.  Scales were further 
refined utilising item deletion due to unsuitable loadings. Refer to 
Appendix A for details of which items were modified, which items were 
deleted from the survey and which were retained on the survey, however 
excluded from analysis. 
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 The scales on this survey were designed to measure student 
educational aspiration.  Unfortunately, correlational analysis showed that 
the relationship between the six core scales and educational aspiration 
was low. Educational engagement and goal setting did show stronger 
relationships with educational aspiration, which parallels research; 
however, these weak relationships indicate that this survey may be better 
suited to the examination of educational engagement, goal setting and 
related self-efficacy.  Moreover, the redefined engagement scale, split 
into three components, may be beneficial in examining specific aspects 
of educational engagement in relation to student educational aspirations.  
The Predictors of Student Educational Aspiration Survey was 
made up of domain specific and domain general items. The Educational 
Engagement scale was domain specific and focused on relevant factors 
specific to education.  The overall validity of this scale, the degree to 
which the scale measured what it is purported to measure, was high. 
Engagement across the five other cores scales reported moderate to 
strong correlations, in particular between goal setting, school quality and 
self-efficacy.  This would indicate that this scale effectively measured 
the relationships important to this construct; as discussed previously, 
these relationships correspond with research.  The construct validity; the 
degree to which the scale items measure what they were intended to 
measure, was also high.  So too was the internal consistency: the degree 
to which this scale measured the same underlying attributes of 
educational engagement. Test-retest reliability for the Educational 
Engagement scale indicated a stable relationship (r=.51).  
In addition, the Achievement Goal Setting scale was also domain 
specific in content. This scale comprised items relevant to goal setting 
and correlational analysis suggests strong relationships with several of 
the core scales (engagement, school quality and self-efficacy).  The 
overall validity of this scale was high. So too was the construct validity.  
In addition, the internal consistency was good.  The reliability of this 
scale as reported by test-retest stability indicated a stable relationship 
(r=.41).  
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The remaining four scales - Perceptions of School Quality, 
School Friendships, Life Satisfaction and Educational Self-efficacy - 
were general in composition.  Items on these scales were composite items, 
included because of their relevance to the constructs.  The Perceptions of 
School Quality scale comprised items related to academic success, social 
interaction, out of school responsibilities, and school facilities.  This 
scale included items thought to be relevant to school quality and the 
correlational analysis indicated moderate to strong relationships with 
engagement, goal setting and self-efficacy.  The overall validity of this 
scale was good, as was the construct validity and internal consistency.  
The reliability of this scale, as reported by test-retest stability, indicated 
low reliability (r=.29). 
The School Friendships scale comprised items related to peer 
relationships, closeness, and importance of school friends.  This scale 
included items thought to be relevant to peer relationships.  As can be 
seen from the correlational analysis, there was generally a low to 
moderate relationship between school friendships and the other five 
scales.  The overall validity of this scale was average, as was the 
construct validity. The internal consistency, the degree to which this 
scale measured the same underlying attributes of school friendships, may 
therefore be compromised.  However, the reliability of this scale as 
reported by test-retest stability, indicated moderate reliability (r=.34). 
The Life Satisfaction scale comprised items related to personal 
wellbeing, such as personal health, general happiness and overall 
feelings of safety.  As can be seen from the correlational analysis, there 
was generally a very low to moderate relationship with the other scales.  
The overall validity of this scale was low, as was the construct validity. 
The internal consistency may therefore be compromised. The reliability 
of this scale however, as reported by test-retest stability, indicated strong 
reliability (r=.55).  
Finally, the Educational Self-efficacy scale was a general scale 
comprising items such as confidence in goal and grade achievement.  As 
can be seen from the correlational analysis, there was a moderate to high 
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relationship with educational engagement and goal setting and a very 
high relationship with self-efficacy.  The overall validity of this scale was 
strong; however the construct validity of the measure, being the degree 
to which the items measured the same underlying attribute, may be 
compromised, as this scale inadvertently measured self-efficacy, which 
was shown to be very high. The internal consistency may therefore also 
be compromised.  The reliability of this scale however, as reported by 
test-retest stability, indicated strong reliability (r=.49).  
Overall, it can be deduced from this psychometric analysis that 
this survey may potentially be a good predictor of student educational 
engagement, goal setting and self-efficacy.  Although the correlational 
analysis for student educational aspirations was very low, the 
accompanying core scales, in particular educational engagement, goal 
setting and self-efficacy demonstrated considerably stronger 
psychometric properties.  As such this measure could be used for the 
reliable examination of educational engagement.  Further, the 
educational aspiration scale did show small significant relationships 
between five of the six scales, however, a more robust measure of 
educational aspiration would no doubt clarify the strength of these 
relationship, thus providing a more complete understanding of the 
predictors of educational aspiration.  Although the measurement of 
student educational aspiration was not robust and further modifications 
of the educational aspiration scale may be beneficial, this study 
demonstrated that the psychometric properties and the correlations did 
measure student aspirations.  As such, this tool could be used for future 
research. 
Scale Correlations 
Overall, the correlational relationships between student 
educational aspiration and the six core scales - educational engagement, 
achievement goal setting, perceptions of school quality, educational self-
efficacy, school friendships, and life satisfaction - indicated a range of 
relationship strengths.  Small to moderate significant relationships were 
found between educational aspirations and five of the six scales, which 
CHAPTER 4:  SURVEY DEVELOPMENT  99 
 
was in contrast to moderate to strong positive relationships between 
educational engagement and several of the accompanying scales. Further, 
very strong relationships between self-efficacy and engagement, as well 
as self-efficacy and life satisfaction were indicated. 
The strong positive relationship between educational engagement 
and achievement goal setting are mirrored in the literature.  Goal 
constructs are associated with achievement (Elliot & McGregor, 2001) 
and an orientation towards motivation and underlying attitudes and goals 
(Ryan & Deci, 2000).  Educational engagement is also strongly 
positively related to perceptions of school quality.  This is also 
represented within the research, which concludes that student 
perceptions of school quality are positively related to a greater 
commitment to stay in school (Bean, 1981; Tinto, 1975). Institutional 
characteristics, such as policies and the quality of student support 
services (Ackerman & Schibrowsky, 2007), curricula influences, quality 
of instruction, information contact with the staff, and institutional 
characteristics are key areas affecting a student’s decision to leave school 
prior to graduation (Astin, 1993; Terenzini, 1997).  The quality of the 
high school directly influence a range of factors, including a student’s 
educational aspiration (Jennings et al., 2015; Lee & Burkam, 2003). 
Educational engagement is also strongly positively related to 
educational self-efficacy, and correlational analysis shows that this 
relationship also corresponds with research. Self-efficacy empowers 
individuals (Bandura et al., 1996) and this is important as it directly 
affects goals and aspirations (Bandura, Barbaranelli, et al., 2001).  
Numerous studies support the relationship between self-efficacy and 
academic performance (Chemers et al., 2001; Choi, 2005; Greene, 
Miller, Crowson, Duke, & Akey, 2004; Motlagh et al., 2011; Multon et 
al., 1991; Stajkovic & Luthans, 1998; Uwah et al., 2008), and a student’s 
beliefs in self-efficacy for academic achievement influences academic 
goals and final academic achievement (Zimmerman et al., 1992).  
Academic self-efficacy had a direct, positive relationship with 
educational aspiration and academic achievement (Carroll et al., 2009) 
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and the relationship between poor academic achievement and leaving 
school early is well established (Cunningham et al., 2003; Hammond et 
al., 2007; Jimerson et al., 2000; Lamb et al., 2004).  
Interestingly, educational self-efficacy had the strongest 
relationship with life satisfaction.  Self-efficacy is defined as an 
individual’s confidence in their ability to succeed in chosen tasks and 
pursuits (Bandura, 1993), influencing the course of action a student 
chooses, the goals they set and their commitment to those goals (Bandura, 
Barbaranelli, et al., 2001).   Self-efficacy empowers individuals (Bandura 
et al., 1996) and directly affects behaviour (Bandura, Barbaranelli, et al.).  
The strong positive relationship between educational self-efficacy and 
life satisfaction may be indicative of an individual’s personal wellbeing 
promoting strong self-efficacy.  As found by Salmela-Aro and Upadyaya 
(2014), self-efficacy was positively related to engagement in addition to 
engagement being positively related to life satisfaction.  Salmela-Aro 
and Upadyaya note that a demands–resources model could usefully be 
applied to the school context.  This model assumes that environmental 
characteristics can be divided into the categories of demands and 
resources.  Physical and psychological effort are related to demands and 
strain, and resources in turn, pertain to the function of achieving goals 
and reducing the associated demands of the physical or psychological 
costs; thus stimulating personal growth and development and reducing 
disengagement and mental withdrawal (Salmela-Aro and Upadyaya, 
2014).  
Wellbeing is used to describe emotional and social health and a 
relationship has been found between enhanced personal wellbeing and 
positive educational outcomes (Miller et al., 2013). Positive educational 
outcomes reinforce a student’s aspiration to achieve (Gutman & Schoon, 
2012).  This perpetuates a positive perception of one’s ability (Bandura, 
Barbaranelli, et al., 2001) and increases positive self-efficacy beliefs, in 
turn increasing academic performance (Uwah et al., 2008). The 
relationship between personal wellbeing and academic achievement has 
been well established (Hendricks et al., 2015; Miller et al., 2013); so too 
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has the relationship between academic achievement and self-efficacy 
(Motlagh et al., 2011). Research has consistently indicated that students 
who have low academic self-efficacy are more likely to leave high school 
prematurely (Bandura, 1993; Bandura et al., 1996; Bandura, 
Barbaranelli, et al., 2001; Bandura, Caprara, et al., 2001). Furthermore, 
studies conclude that students who leave school prematurely report 
having less friends at school, in addition to poorer relationships (Mouton 
et al., 1996; Rumberger, 1995; Seidel & Vaughn, 1991), which in turn 
results in decreased life satisfaction.  
Predictors of Student Aspiration 
Educational aspiration has been reported in young people as a 
significant predictor of educational attainment (Andres et al., 2007; 
Eccles, 2009; Garg et al., 2007; Hendricks et al., 2015; St Clair & 
Benjamin, 2011; Wei-Cheng & Bikos, 2000).   Correlational analysis 
indicated that educational aspiration did significantly predict educational 
engagement (r=.25), goal setting (r=.23), school quality(r=.11), life 
satisfaction(r=.12), and self-efficacy (r=.21). The causality in relation to 
these predictors of aspirations were small to moderate and significant. 
The relationships are small to moderate and significant. Empirical 
studies (Fredricks et al., 2004; Kortering & Braziel, 2008; Wang & 
Holcombe, 2010) confirm the relevance of engagement and the 
engagement scale on this survey measure is indicative of this research.  
In support of these findings, Manlove (1998) utilised the data from 8,223 
8th grade students and found that higher engagement was associated with 
higher high school retention.  
The Achievement Goal Setting scale reported a low predictive 
relationship with educational aspirations.  These findings are inconsistent 
with previous studies.  As discussed in Elliot and McGregor (2001), goal 
constructs are extensively linked with achievement and Ryan and Deci 
(2000), in a review of intrinsic and extrinsic motivation, discuss an 
individual’s orientation towards motivation, as underlying attitudes and 
goals.  Further, Tinto (1975), in a theoretical synthesis of research, 
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discusses an individual’s commitment to the goal of completion as the 
most influential determinant of persistence.  
The Perceptions of School Quality scale however, had a very 
small relationship with educational aspirations.  This in inconsistent with 
previous research. Bean (1981), in a synthesis of a theoretical model of 
student attrition, reports that perceptions of school quality are positively 
correlated with greater commitment to stay in school.  This is further 
endorsed by Tinto (1975) with Jennings et al. (2015) concluding that 
perceived school quality influences a range of factors that include student 
educational aspiration.  
School friendships are discussed by Rumberger (1995) as a major 
component of a student’s educational experience and studies have 
continually reported that students who leave school prematurely report 
having less friends at school, as well as poorer relationships with the 
friends that they have (Mouton et al., 1996; Rumberger; Seidel & 
Vaughn, 1991). The School Friendships scale, however, was a very poor 
predictor of educational aspirations. There was no relationship between 
school friendships and educational aspirations, which is inconsistent with 
previous research.  
The relationship between wellbeing and academic achievement 
has been well established (Hendricks et al., 2015; Miller et al., 2013; 
Saab & Klinger, 2011), with other studies finding that students from low 
socioeconomic background report lower wellbeing (Bradley & Corwyn, 
2002; Miller et al., 2013; Nicholson et al., 2010). Students from low 
socioeconomic background also report considerably lower educational 
aspirations compared with their more affluent peers (Boxer et al., 2011; 
Kerckhoff, 2004; Messersmith & Schulenberg, 2008; Nicholson et al., 
2010; Saab & Klinger, 2011; Schnabel et al., 2002).  This life satisfaction 
scale had only a small relationship with educational aspirations, however, 
indicating that this scale was a poor predictor of low socioeconomic 
student’s educational aspirations.  
Educational self-efficacy and a student’s perception of their own 
ability predicts their academic aspirations (Bandura, Barbaranelli, et al., 
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2001) and their confidence in their ability to succeed at tasks, thus 
facilitating their aspirations to achieve (Gutman & Schoon, 2012).  
Consistent with this previous research, educational self-efficacy scale did 
predict educational aspirations, however, this relationship was small. 
Limitations and Future Research 
The present study had several limitations that should be noted.  
First, the use of a single item measure of educational aspiration may have 
attenuated correlations with predictors.  This item was a basic measure 
that included three levels of educational aspiration (Year 10; Year 12 and 
University degree).  In hindsight, this limited measure of educational 
aspiration could have been addressed to include a scale more 
representative of the degree to which students aspired, possibly a 10 point 
scale indicating the degree of aspiration, coupled with a more elaborate 
set of possibilities concerning their future educational aspirations. This 
may have included questions such as: I plan to finish high school; I plan 
to leave before completing high school; I plan to go to university; 
Completing a university degree is very important to me; and attaining a 
Master, Doctoral, PhD or Post-Doctoral is very important to me. 
Additional differentiating levels for educational aspiration may also 
include planning to go to TAFE or to do a trade. 
Second, this survey was too complicated in relation to the item 
wording, which required converting items to simple language to 
accommodate the vocabulary of the Year 7 students, particularly those 
from disadvantaged and diverse backgrounds. The survey was initially 
too complicated for students to complete, especially those from ethnic 
backgrounds, who struggled with English language. This was evident as 
students were unable to read the survey unassisted, had difficulty 
understanding a large proportion of words, and requested help from the 
research team and class teachers to assist with reading the items and 
understanding the content of those items. This is particularly problematic 
in a low socioeconomic school setting, as a large proportion of the 
participants in such schools, are recent arrivals to Australia or are from 
first generation non-English speaking families where English at home is 
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limited. An additional limitation concerned the generalisability of this 
survey to other cultures. The construct of aspiration has an alternative 
emphasis in third world countries compared with Western developed 
countries. It was found that there are cultural differences between 
wealthier and poorer countries in relation to aspirations (Grouzet et al., 
2005). Wealthier counties tend to be more individualistic, whereas 
poorer countries are more collectivist (Grouzet et al.). Poorer cultures, 
therefore, are more concerned with financial success as a means of basic 
survival, whereas wealthier cultures consider financial success the 
acquisition of status and image (Grouzet et al., 2005). This differentiation 
in cross-cultural aspirations, may influence educational aspirations 
which is an important consideration, when examining a cross-cultural 
sample representative of low socioeconomic schools.  
A third point to consider, is the influence social media has on 
student aspirations. Social factors strongly influence aspiration (St Clair 
& Benjamin, 2011). The popularity of social media sites has grown 
exponentially (Alloway & Alloway, 2012) and infiltrated students’ lives 
in recent years. A student’s aspiration for the future is in accordance with 
what they perceive as possible (Hardie, 2014). Exposure to media, 
lifestyle and entertainment news could highlight an aspirational gap, 
being the discrepancy between a student’s aspiration and their actual 
attainment.  This contributes to a student’s lowered personal wellbeing, 
the result being dejection and disappointment arising from this 
discrepancy.  
Finally, as discussed by Appadurai (2004;2013), existing 
research on educational aspiration (whether it be in this study, or the 
other studies discussed) do not address an individual’s capacity to aspire.  
The capacity to aspire is considered to be an embedded belief system of 
local ideas existing beneath a multi-layered social and cultural setting.  
Aspirations, according to Appadurai (2004;2013), are based on a value 
system formed through social and cultural life, and as subsequently 
discussed by Bok (2010), as cultural capacity, not as a motivational trait. 
Theoretical discussions link the social, cultural and historic perspective 
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of students’ lives as ingrained belief systems about who they are and 
where they come from. Appadurai (2004) describes this belief system as 
underpinning what a student thinks they can achieve and what they 
believe they are entitled to achieve.  
Conclusion 
Establishing the internal reliability, construct validity and 
internal consistency of the Predictors of Student Educational Aspiration 
Survey has demonstrated that this measurement tool could provide valid 
and reliable measurement of educational engagement, achievement goal 
assessment and educational self-efficacy. Unfortunately, the construct of 
educational aspiration was not reliably measured; the aspiration scale did 
not strongly predict educational aspirations or the relationship between 
educational aspiration and the six core scales measured.  This is likely 
due to the measure of educational aspiration not being a robust measure. 
This deficit, however, will be addressed in additional refinements of this 
survey, which include a modified aspiration item aimed at clarifying how 
educational aspirations are influenced by the six core scales. Hypothesis 
one in this study was not supported.  Educational aspirations did not have 
strong positive correlations with the six core scales in this measure.  
Hypothesis two was supported. Educational engagement was a strong 
predictor of educational aspirations. Hypothesis three was also supported.  
Goal setting and school quality were good predictors of educational 
engagement 
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CHAPTER 5.   




Students from low socioeconomic backgrounds, students from 
regional and remote areas, as well as indigenous students, experience 
distinctive barriers that result in lower levels of high school completion 
and reduced higher education attendance (Gale et al., 2010; James et al., 
2008).  As discussed by Bowden and Doughney (2010), examining 
differences in student educational aspiration is important to research and 
furthers an understanding of the barriers students face in to completing 
their education.  Breaking the generational cycle of poverty and family 
disadvantage requires impacting the socioeconomic disparities in 
education.  To do this, targeted interventions are necessary at an 
increasingly younger age to combat the noticeable differences between 
the aspiration levels of students from opposing socioeconomic 
backgrounds (Bowden & Doughney). 
The effectiveness of high school student attrition and retention 
intervention programs are an area of particular interest.   In a meta-
analysis examining intervention programs, Wilson et al. (2011) reports 
on 152 studies and 317 independent samples.  They found that overall, 
school and community based intervention programs designed to reduce 
high school attrition were effective in increasing completion, regardless 
of intervention type.    
Numerous outreach programs aim to increase high school student 
retention.  However despite many studies of these programs, several gaps 
in the literature remain (for a review, see Hammond et al. (2007).   First, 
there is an absence of psychometrically-sound measurement tools used 
to measure the predictors of high school student aspirations.   Surveys 
and questionnaires are criticised for being too narrow in scope (Cheng & 
Yuen, 2012); also the indicators used to describe aspirations are 
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considered inconsistent (Bernard & Taffesse, 2012).   Second, Gale et al. 
(2010) and Gale and Bradley (2009) described many evaluations as 
lacking independence, as they are often evaluated within the program by 
program staff.   Third, Cunningham et al. (2003) concluded there is a 
scarcity of studies in Australia that conduct longitudinal analysis 
examining the effectiveness of university-school partnership 
interventions.  Finally, few studies conduct rigorous evaluations, where 
indicators are compared with comparison and control groups.   
The Current Study 
In order to address these gaps, this chapter evaluated the 
effectiveness of three Year 7 university-high school partnership 
interventions.  These interventions were designed by Deakin University, 
which is based in Victoria, Australia.  These intervention programs were 
designed, to increase student educational aspiration to complete high 
school and attend university.  For this series of studies, participants were 
from three different each year.  Each cohort being recruited to 
participated in either 2013, 2014 and 2015.  Refer to Table 1 on page 8 
for further clarification of the interventions and participating student 
cohorts. 
Study 2 examined the effect of an online e-learning support 
program.  This intervention program was an online tutorial help service 
delivering one-on-one tuition to students via an online tutor.  The 
intervention involved the delivery of online numeracy and literacy 
homework support and help service, in real time, via ‘chat text’ between 
the student and the online tutor.  Study 3 examined the effect of an 
academic enrichment workshop that focused on discipline specific topics 
offered at the university.  Students participated in this workshop at their 
school, which was delivered in an interactive, engaging and informative 
way by dedicated university staff and student ambassadors.  Study 4 
examined the effectiveness of a university experience day designed to 
engage students with the university campus.  Students came to a 
university campus and participated in interactive and engaging activities 
that involved exploring the campus and learning about student support 
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services.  Students were further encouraged to reflect on their educational 
aspirations for the future.  Students attended interactive presentations, 
participated in group work, and were encouraged to draw upon real-life 
knowledge while working collaboratively with current university staff 
and student ambassadors.   
This chapter aimed to evaluate the effectiveness of three 
intervention programs in improving educational aspiration as well as 
educational engagement, achievement goal setting, perceptions of school 
quality, educational self-efficacy, school friendships and life satisfaction.  
Each intervention was evaluated using a pre-post treatment-control 
design.  All students were invited to participate in the study at the 
beginning of Year 7, in 2013, 2014 and 2015.  Students who provided 
parental consent and student consent were assigned to a treatment or 
control group.  Pre (T1) and post (T2) surveys were administered before 
and after the interventions took place.  The interventions were delivered 
mid-year.  Surveying was conducted at the beginning of the year (in 
Term 1) and the end of the year (in Term 4).  Students were assigned to 
participate, or not to participate, based on selection by the school year-
level coordinators and classroom teachers.  Those in the control group 
did not participate in any other intervention of this nature.   
This project addressed the following questions: 
• Which interventions have the greatest effect on future university 
aspiration? 
• What types of interventions (either academic or social) are most 
effective in improving the educational aspiration of students from 
low socioeconomic backgrounds to attend university? 
• How do the predictors of high school student aspiration change in 
relation to the different interventions? 
• How could universities improve their engagement with prospective 
students, schools and communities, in order to provide students 
from disadvantaged backgrounds, the opportunity to attend and 
succeed at university?  
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Based on the above research questions, three Hypotheses were 
developed: 
Hypothesis 1.  Students who participated in an intervention will 
have greater aspirations to complete high school and attend university. 
Hypothesis 2.  The social interventions examined in Study 3 and 
4 will have a greater effect on student educational aspiration, compared 
with the effect of the academic intervention in Study 2. 
Hypothesis 3.  The interventions will increase student 
educational engagement, educational self-efficacy, achievement goal 
setting, perceptions of school quality, school friendships and life 
satisfaction. 
Study 2: Online Tutor Intervention 
Current trends in online educational delivery systems are 
increasing. This study examined an online educational support system 
that delivered online numeracy and literacy homework support, via a 
‘real time’ online tutor.  Programs such as these offer assistance to 
students struggling with their homework and offer easily accessible one-
on-one homework support.  Intelligent learning systems, as discussed by 
Ma, Adesope, Nesbit, and Liu (2014), perform tutoring functions by 
asking questions and assessing learning, providing feedback and hints, 
answering questions posed by students and offering prompts.  This type 
of online tutoring as described by VanLehn (2011), is characterised by 
immediate feedback and hints for the tutee.  Further, Steenbergen-Hu and 
Cooper (2013) described this as being computer-aided instruction in 
addition to it being an intelligent tutoring system. 
Online e-learning support is continually evolving; students are 
now more often required to adapt to a new online teaching environment.  
Goold, Coldwell, and Craig (2010) suggested that, over the last twenty 
years, institutions have shifted from a purely face-to-face learning 
environment to one where online learning is blended into the teaching 
domain, incorporating new technologies with sophisticated delivery 
systems.  Current online learning support services are interactive and 
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require communication, participation and collaboration.  This delivery 
mode is rapidly expanding and is changing the face of educational 
delivery systems.  An example of this is the Massive Open Online 
Courses (MOOCS) described by Shapiro et al. (2017).  These offer large 
scale, open-access classes taught by university faculty via the internet 
and delivered through a range or techniques such as weekly lectures, 
videos and webcasts, online assessments, forums, help sessions, and 
video chat discussions.  The changing face of learning is also evident in 
online learning environments such as the Khan Academy.  Murphy, 
Gallagher, Krumm, Mislevy, and Hafter (2014) described this teaching 
domain as rapidly becoming one of the largest schools in the world, 
teaching a contingent of 10 million student users per month.  The Khan 
Academy is one of the most prominent online learning environments 
among the new generation of digital learning.  Unprecedented amounts 
of educational material are offered, which is freely available to the public 
as short video clips.  The use of this new technology is steadily increasing 
in schools and institutional settings.  VanLehn (2011) noted that tutoring 
systems differ extensively in task domains and Goold et al. (2010) 
reported that these systems support interactivity, communication and 
participation as well as collaboration and student engagement in learning 
tasks. 
Numerous studies investigate the effectiveness of online tutorial 
systems.  In a study conducted by Kegel and Bus (2012), an intelligent 
online learning system was examined.  Student participants were either 
enrolled in an intervention group, in which they received individualised 
feedback, oral corrections and cues, or in a control group, which received 
no individualised feedback.  Kegel found that intelligent tutoring system 
improved the literacy skills of children from low socioeconomic 
backgrounds.  These findings are consistent with Meyer et al. (2010).  
Over a six-month period, students who received elaborate feedback from 
the online tutor performed considerably better on standardised tests 
compared with those students who received simple feedback.  Meta-
analyses report that online tutorial systems and blended learning 
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programs are as effective, and in some cases more effective, than 
traditional classroom environments (Means, Toyama, Murphy, Bakia, & 
Jones, 2009; Sitzmann, Kraiger, Stewart, & Wisher, 2006).  These 
findings are, however, inconsistent with a meta-analysis conducted by 
Ma et al. (2014) which compared the outcomes of student learning from 
intelligent learning systems.  Ma et al. examined 107 effect sizes, 
comprising in excess of 14,000 participants.  No significant differences 
were found between learning from an intelligent tutor system and 
learning from an individualised human tutor or within small group 
instruction.  Additionally, Steenbergen-Hu and Cooper (2013) conducted 
a meta-analysis of 34 studies evaluating intelligent tutoring systems and 
comparing these systems to regular classroom instruction.  No 
statistically significant effect sizes were found favouring intelligent 
learning systems in this study.  This was reaffirmed in 2014 when 
Steenbergen-Hu and Cooper (2014), in a meta-analysis on the 
effectiveness of intelligent tutoring systems on student academic 
learning, found that overall, these systems had moderate positive effects 
on academic learning. This form of instruction, however, was less 
effective than human tutoring.   
The use of intelligent tutoring systems as an educational tool has 
increased considerably in recent years.   In line with the evolving online 
teaching environment, an online educational delivery system was 
implemented at low socioeconomic high schools.  This study, in this 
series of three studies, examined the effectiveness of this online learning 
support program, in increasing student educational aspiration to finish 
high school and attend university. 
Method 
Intervention   
Students in this intervention participated in an online academic 
tutorial help service.  They received online numeracy and literacy 
homework support via an online tutor.  The tutor provided one-on-one 
tutorial help in real time via ‘chat text’ between the student and the tutor.  
Students could access the service at any time and the service was 
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intended to be used whenever additional homework support was required 
at home.  The tutor assisted students with understanding maths problems 
and the theory behind the problems, in areas related to addition and 
subtraction, multiplication and division, measurement, geometry, 
fractions and decimals.  Support with more advanced maths problems in 
algebra, geometry, statistics and probability were also offered, if required.  
Additionally, students were assisted with checking answers before they 
handed in their homework.  Literacy assistance was also provided, to 
enhance writing and communication and to build literacy skills.  This 
included assistance with brainstorming creative writing ideas for projects, 
in addition to feedback on essay drafts and pieces of written work, as 
well as suggestions on ways of improving their written work.  Content 
further included assistance with spelling, grammar, punctuation, writing 
structure, creative writing, research and the interpretation of text. 
Participants and Procedures   
Students from seven participating schools were invited to 
participate in this study at the start of 2013 (see Chapter 4: Survey 
Development for more details).  This study used a non-equivalent group 
design, also called a non-randomised quasi-experimental design, as 
students were allocated to either a treatment or control group by their 
year-level coordinator in a manner that was not a rigorous randomised 
control group.  Students completed the Predictors of Student Educational 
Aspiration Survey at two time points: pre intervention (T1) and post-
intervention (T2), the second time approximately six to eight months 
after initial data collection.   
The final sample used for analyses consisted of those who 
provided responses at both T1 and T2 (n = 379; 48% male; age M = 12.04 
years, SD=0.75).  Of this sample, 217 were in the intervention group and 
162 were in the control group.  This final sample was drawn from an 
initial sample of 452 (47% male) who participated in T1 and 393 who 
responded in T2. 
Table 8 presents the sample characteristics for T1 and T2.  The 
sample size at each participating school, at both time points, were 52, 83, 
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322, 102, 30, 175, and 81 at the seven schools respectively, to totalling 
845 participant samples across both time points. 
  
School participants across both time points 
School T1 T2 Total 
1 25 27 52 
2 45 38 83 
3 175 147 322 
4 51 51 102 
5 17 13 30 
6 95 80 175 
7 44 37 81 
Total 452 393 845 
  
Measures 
In this study, the Predictors of Student Educational Aspiration 
Survey (pilot version) was a self-report questionnaire (Refer to Appendix 
A) designed specifically for the examination of the predictors of student 
aspirations to complete high school and attend university, as well as of 
the barriers and difficulties student face in completing their education.  
This survey was developed and piloted at T1 in 2013.  Refer to Chapter 
4: Survey Development for a detailed discussion of the development of 
the survey scales, scale items and additional measures.   
The Predictors of Student Educational Aspiration Survey 
consisted of six core multi-item scales: educational engagement, 
educational self-efficacy, achievement goal setting, perceptions of 
school quality, school friendships and life satisfaction.  Educational 
aspiration was measured using a single item: a desire to complete Year 
10; a desire to complete Year 12; or wanting to attend university.  This 
item was a check item response, with students indicating agreement by 
ticking the accompanying checkbox.  Scoring of this item was either 0 
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(no response) and 1(ticked response).  Details of this item can be found 
in Appendix B.  There were, however, minor wording alterations on the 
survey scales at T2 for this study.   Refer to Appendix A for details of 
these changes and Chapter 4: Survey Development for a detailed 
discussion of the design of these six cores scales.   
Data Analytic Approach   
Participants who did not complete the survey at both T1 and T2 
were excluded from this analysis.  Missing values were investigated, 
with the exclusion of participants with >20% missing data.  All missing 
values were replaced using the method of Expectation Maximisation.  In 
addition, test-retest reliability correlations and an examination of the 
difference in effect size are reported by Cohen’s d.   This effect size is 
based on the mean pre-post changes in the treatment group minus the 
mean pre-post change in the control group, divided by the pooled 
standard deviation across pre-test standard deviation (Dunlap, Cortina, 
Vaslow, & Burke, 1996).   To assess the effect of the intervention, a 2 x 
2 mixed ANOVA was performed with two levels of group (intervention 
versus control) and two levels of time (pre versus post intervention).  The 
group by time interaction provided a test of whether the change over time 
differed between the treatment and control groups.   
Results 
Pre-Post Intervention 
Table 9 shows the differences in scale scores between the 
treatment and control group and Table 10 presents the descriptive 
statistics detailing the difference in effect size between the treatment and 
control group.  As shown in Table 9, there were no significant group by 
intervention interactions on either educational aspiration or any other 
outcome measures.  Furthermore, across the seven scales examined, the 
scales scores decreased across time for both the treatment and control 
groups.  None of these differences in scale scores were significant. 
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Differences in scale scores between the treatment and control group  
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 
2.53 0.81 2.46 0.88 2.48 0.82 2.44 0.80 
Educational 
Engagement 
29.42 4.41 29.00 4.05 28.02 4.38 28.52 4.77 
Achievement 
Goal Setting 
25.24 5.82 26.17 5.81 24.36 5.98 25.46 7.07 
Perceptions 
School Quality 
23.94 3.12 23.76 3.34 23.00 3.46 22.95 3.83 
Educational Self-
efficacy 
57.60 9.63 56.96 10.31 55.72 10.81 54.75 12.83 
School 
Friendships 
23.94 3.12 16.47 2.47 23.00 3.46 16.25 3.29 
Life Satisfaction 81.34 13.30 81.03 13.00 79.94 12.93 79.88 15.47 
 
  
Difference in Cohen’s d between the treatment and control group 
 Intervention Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration -0.06 -0.02 -0.04 .794 
Educational Engagement -0.32 -0.11 -0.21 .131 
Achievement Goal setting -0.15 -0.11 -0.04 .866 
Perceptions School Quality -0.29 -0.23 -0.06 .763 
Educational Self-efficacy -0.18 -0.19 0.01 .780 
School Friendships -0.29 -0.08 -0.21 .541 
Life Satisfaction -0.11 -0.08 -0.03 .856 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
correspond to the group by time interaction. 
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Correlations 
Table 11 presents scales intercorrelations.  The patterns of 
relationships show that educational engagement was strongly correlated 
with goal setting, school quality and self-efficacy.  Educational self-
efficacy was also strongly correlated with goal setting, which is 
consistent with previous studies.  Additionally, educational self-efficacy 
was strongly correlated with perceptions of school quality.  Interestingly, 
school friendships appear to have no correlation with educational 
aspiration.  Another interesting relationship is that of educational self-
efficacy and life satisfaction.  This is the strongest relationship between 
the six scales and indicated they are highly predictive of one another.  
This correlational analysis further indicated that educational aspiration 
correlated with educational engagement (r=.25), goal setting (r=.23), 
school quality(r=.11), life satisfaction(r=.12), and self-efficacy (r=.21); 
however, the relationships were small.  This may be partially due to the 
measure of aspiration being a relatively coarse measure. 
Table 10 presents the correlations between the six predictors and 
students’ educational aspiration. 
  
Correlation table between the six core predictors and student 
educational aspiration 
Scale 1 2 3 4 5 6 
(1) Educational Aspiration       
(2) Educational Engagement .25      
(3) Achievement Goal Setting .23 .61     
(4) Perceptions of School Quality .11 .51 .40    
(5) School Friendships .08 .26 .20 .21   
(6) Life Satisfaction .12 .35 .37 .34 .29  
(7) Educational Self-efficacy .21 .57 .43 .37 .31 .65 
*Correlations above .10 are significant at p<.05. 
 
Discussion 
The first study in this series of three sought to assess the effect an 
online tutorial help intervention had on Year 7 aspirations to finish high 
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school and attend university.  Overall, the intervention did not appear to 
influence student educational aspirations or the other outcome measures.  
Thus, Hypothesis 1 and 3 were not supported.   
There are several reasons why the intervention may not have been 
effective.  First, the students were in their first year of high school and 
may have been disengaged with the intervention program because they 
were new to high school and unfamiliar with the workload and 
requirements.  Second, they may not have participated in this online 
tutorial service at all, or if they had, may not have benefitted because 
they did not access it often enough.  Additionally, students may have 
been unfamiliar with this mode of teaching, as online home tutorial 
services at this time were uncommon. 
The effectiveness of online tutorial services is mixed.  As 
reported by Steenbergen-Hu and Cooper (2013), student disengagement 
in online programs may have been the result of the intervention program 
lasting too long.  Comparisons can be made with this current study.  
Steenbergen-Hu and Harris Cooper reported greater effects when the 
interventions lasted for less than a year, in comparison to those that lasted 
for the whole year.  An explanation for this could be that the novelty of 
this learning system had worn off and students’ motivation declined.  
Steenbergen-Hu and Harris, Cooper suggested that utilising an array of 
educational resources to support teaching and learning would be best.  
Additionally, Steenbergen-Hu and Cooper (2014) concluded that there 
was no evidence suggesting than any one intelligence learning system is 
significantly better than another, or that these learning systems work 
better for one particular subject more so than another.   
The online tutorial program utilised in this first study of three, 
was not specifically designed to increase student educational aspiration.  
This program was instead designed to increase literacy and numeracy.  
Research has consistently indicated that students who have low academic 
self-efficacy are more likely to leave high school prematurely (Bandura, 
1993; Bandura et al., 1996; Bandura, Barbaranelli, et al., 2001; Bandura, 
Caprara, et al., 2001).  As such, addressing academic efficacy through 
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this online delivery method could have potentially impacted student 
educational engagement and subsequent educational aspiration to 
complete high school and attend university.   
The evaluation of this program did not find significant effects on 
educational aspiration.  There were, however, several aspects of this 
intervention that may have impacted on the benefits of this online tutorial 
service.   First, there were technological challenges experienced with this 
program.  These included difficulties obtaining parental consent for 
students to access this internet based intervention, delays in IT system 
access for some students, and insufficient internet connectivity at the 
students’ homes.  Additionally, teachers commented that students only 
used this service sparingly.  
Research examining intelligent tutoring systems yield mixed 
results.  While some literature has found that intelligent tutoring systems 
improve the literacy skills of children from low socioeconomic families, 
(Kegel & Bus, 2012; Meyer et al., 2010) in a meta-analysis comparing 
the outcomes of 14,321 participants, reported conflicting results (Ma et 
al., 2014).  Ma found that students engaged in learning via intelligent 
tutoring systems experienced no difference in learning outcomes 
compared with individualised human tutoring or small group instruction.  
Consistent with these findings, VanLehn (2011) found that the effects of 
intelligent learning systems were as effective as adult human tutors for 
increasing learning gains.  The results of this current study are consistent 
with previous research suggesting intervention programs of this type 
make little difference to student learning.  Further research, however, is 
needed to determine the effectiveness of online tutor support services. 
Study 3: Academic Enrichment Workshop Intervention 
Whereas Study 2 examined online learning tutor support, Study 
3, being the second study in this series of three, examined an academic 
enrichment workshop.  Programs such as this are described in many ways.  
Generally, they are designed to enhance the student’s understanding of 
the variety of subjects they could potentially study at university, in 
addition to providing familiarisation with the university culture and 
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student support services.  In a report prepared by Dynarski et al. (2008) 
for the National Center for Education Evaluation and Regional 
Assistance (Institute of Education Sciences), academic enrichment is 
described as providing supportive programs aimed at enriching the 
academic experience of students who may be disengaged.  This is done 
by incorporating support components such as intensive in or out-of-high 
school programs, homework assistance and tutoring programs.  James et 
al. (2008), in a review of student participation in higher education, 
discussed numerous outreach intervention partnership programs based 
on academic enrichment.  These include university-high school 
enrichment programs and general bridging programs that assist students 
with writing skills and library proficiencies.  Additionally, programs 
such as these promote on-campus visits and orientation programs, 
coupled with introducing students to the range of disciplines offered on 
the university campus.  University staff, which include course advisers, 
counsellors and librarians, support these programs (James et al.).  Gale 
et al. (2010), in a report commissioned by the Australian Department of 
Education, further deliberated on a range of academic enrichment 
programs.  These included specific workshops designed to enhance the 
student’s understanding of a variety of subjects by targeting the national 
curriculum, coupled with career days, parental engagement evenings, 
community events and course and career information seminars.  
Enrichment programs are correspondingly discussed by James et al. 
(2008) as encompassing tutoring and mentoring, summer schools, exam 
preparation, lectures, awards, financial advice and scholarships, 
community activities and career prospect information.  Wilson et al. 
(2011), in a systematic literature review on high school attrition, further 
discusses academic enrichment programs as offering vocational training, 
work-related coursework, and career exploration as a way of creating 
relevant educational experiences to a broader range of students. 
Academic enrichment programs aimed at high school student 
attrition and retention are extensive and results on their effectiveness are 
mixed.   In a meta-analysis by the Washington State Institute for Public 
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Policy, directed towards examining evidence based interventions for 
high school attrition, Klima et al. (2009) reviewed 877 intervention 
programs.  Of these, 200 evaluations assessed the effects of 341 
programs, 22 of which met rigorous research methodological criteria.  
Klima reported on six program types: alternative education programs, 
behavioural programs, mentoring, alternative schools, youth 
development, and academic remediation intervention programs.   
Academic enrichment programs are discussed as academic 
remediation.  These are described as: providing students with intensive 
assistance to improve academic skills in core subjects and youth 
development; promoting skills building, competence and resilience by 
expanding the students’ horizons; and improving the connections to 
positive adults and to the school.  Klima reported no positive outcomes 
on student achievement or presence at school with the academic 
enrichment intervention programs.  This is, however, in contrast to 
findings related to Career Academies.  Kemple and Snipes (2000) noted 
that Career Academies are considered the oldest and most widely 
established school reform program in the United States.  They offer 
academic courses and integrated academic curricula, utilising career 
themes to prepare students for postsecondary education.  In an extensive 
multi-site, random assignment study, Kemple and Snipes found this 
program increased the students’ participation in career awareness and 
work-based learning activities and substantially improved the outcomes 
of high-risk students.  Kemple and Snipes concluded this intervention 
program was an effective means of reducing high school attrition and 
enhancing student engagement within the school.   
Numerous studies conclude academic enrichment programs have 
a positive effect on high school completion.  These include the ALAS 
program (Belfield & Levin, 2007), Career Academies (Kemple & Snipes, 
2000), and Talent Search (Belfield & Levin, 2007), in addition to 
programs countering low achievement (Balfanz, Legters, & Jordan, 2004; 
Field, Kuczera, & Pont, 2007), and targeted assistance for skills 
development (Dynarski, Gleason, Rangarajan, Wood, & Pendleton, 
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1998).   In line with this research, this third study examined the 
effectiveness of an academic enrichment program aimed at increasing 
student aspirations to finish high school and attend university. 
Method 
Intervention   
Consistent with existing academic enrichment programs, the 
Study 3 intervention involved a workshop focusing on discipline specific 
topics.  This academic enrichment workshop focused on specific topics 
such as a law workshop or creative writing workshop.  These workshops 
were designed to encourage students to consider their learning potential 
within a university context and make the connection between their 
current skills and interests and future study options at university.   The 
academic enrichment workshops were delivered in 40 schools across 
Melbourne and the Greater Geelong area, as a 45-minute seminar once 
in the year.  Year 7 students were encouraged to see themselves as 
university students.  As a way of encouraging this, first and second year 
university student ambassadors delivered this program to the high school 
students in a fun, engaging and interactive way.   
Participants and Procedure 
Students in Year 7 were invited to participate in this study, in 
2014.  A non-equivalent group design, also called a non-randomised 
quasi-experimental design was utilised.  As with Study 2, students were 
allocated to either a treatment or control group by their year-level 
coordinator.  This intervention was examined across seven participating 
high schools and was a Deakin University-high school initiative.  
Students completed the Predictors of Student Educational Aspiration 
Survey at two time points: pre intervention (T1) and post-intervention 
(T2).   
The final sample used for analyses consisted of those who 
provided responses at both T1 and T2 (n = 391; 56% male; age M = 12.12 
years, SD=0.49.  Of this sample, 189 were in the intervention group and 
202 were in the control group.  This final sample was drawn from an 
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initial sample of 456 (58% male) who participated in T1 and 417 (54% 
male) who responded in T2. 
Table 12 presents the sample characteristics for T1 and T2.  The 
sample size at each participating school, at both time points were 45, 69, 
378, 92, 71, 111, and 107 at the seven schools respectively, totalling 873 
participant samples across both time points. Table 12 details the 
differences in scale scores between the treatment and control group. 
  
School participants across both time points 
School T1 T2 Total 
1 24 21 45 
2 39 30 69 
3 195 183 378 
4 48 44 92 
5 38 33 71 
6 56 55 111 
7 56 51 107 
Total 456 417 873 
 
Measures 
Data were collected using the Predictors of Student Educational 
Aspiration Survey (version 2).  Details of this survey design are 
extensively discussed in Chapter 4: Survey Development.  Refer to 
Appendix A for the Predictors of Student Educational Aspiration 
Survey - Version 2.  This study is an analysis of student data from 
students who participated in an academic enrichment workshop 
intervention at seven participating high schools and it is the second in a 
series of three studies and three years of data collection. 
 In this study the Predictors of Student Educational Aspiration 
Survey was used.  This was a slightly modified version of the Predictors 
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of Student Educational Aspiration Survey (pilot version).  This second 
version (Refer to Appendix B) consisted of the same six scales utilised 
in Study 1.  Refer to Chapter 4: Survey Development for a detailed 
discussion of the survey design.  Refer to Appendix A for details of 
wording changes of individual scale items.  Modifications were made to 
specifically address problematic wording that confused the students.  In 
addition, a newly developed aspiration scale was included to ensure 
greater accuracy when analysing educational aspirations.  This modified 
item asked participants at what level they hoped to complete their 
education. Ratings for this scale ranged from, as soon as possible; after 
finishing Year 10; after finishing Year 12; and after finishing university.  
This item was a check item response with student indicating agreement 
by ticking the accompanying checkbox.  Scoring of this item was either 
0 (no response) and 1(ticked response).   Refer to Appendix A for details 
of this modified item.  The six core scales - educational engagement, 
educational self-efficacy, achievement goal setting, perceptions of 
school quality, school friendships and life satisfaction - did not change 
in this study. 
Data Analytic Approach.   
The data analysis of this cohort followed the same procedures as 
was undertaken in Study 2.   
Results 
Pre-Post Intervention 
Table 13 details the differences in scale scores between the 
treatment and control group at T1 to T2.   
  
Differences in scale scores between the treatment and control groups  
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 
 2.55   0.78   2.55   0.77   2.72   0.60   2.58   0.71  
Educational  29.32   4.21   28.87   4.58   8.49   4.72   8.24   4.48  





 27.41   6.31   26.21   6.70   5.22   7.16   5.53   6.61  
Perceptions 
School Quality 
 25.18   2.94   24.75   3.23   4.15   3.41   3.89   3.47  
Educational 
Self-efficacy 
 59.44   8.73   58.60   10.51   8.11   9.62   5.73   1.64  
School 
Friendships 
 16.59   2.55   16.21   2.80   5.69   3.11   5.79   3.22  
Life 
Satisfaction 
 81.83   2.69   83.74   12.44  80.06  13.28  80.81   
 
  
Difference in Cohen’s d between the treatment and control groups  
 Intervention Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration 0.24 0.04 0.20 .110 
Educational Engagement -0.19 -0.14 -0.05 .727 
Achievement Goal setting -0.32 -0.10 -0.22 .113 
Perceptions School Quality -0.32 -0.26 -0.06 .629 
Educational Self-efficacy -0.14 -0.26 0.12 .122 
School Friendships -0.32 -0.14 -0.18 .242 
Life Satisfaction -0.14 -0.22 0.08 .400 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction. 
 
Table 13 presents the descriptive statistics detailing the 
difference in effect size between the treatment and control group.  As 
shown in Table 14, there were no significant group by intervention 
interactions on either educational aspiration or any other outcome 
measures.  In addition, across six of the seven scales examined, the scales 
scores decreased across time for both the treatment and control groups, 
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except for educational aspiration.  None of these differences in scale 
scores were significant.   
The results suggested there was no change in education 
aspirations between the treatment and control group.  The effect size of 
the academic enrichment workshop program was negligible to small 
across all of the scales utilised to predict educational aspirations; 
however, a stronger intervention effect was reported for student 
educational aspiration and achievement goal setting.  None of the 
reported differences in effect size, however, between the treatment and 
control group were significant. 
Correlations 
To determine the degree in which the identified scales predicted 
student aspirations, correlations with educational aspirations (intention 
to complete high school) were examined.  The general pattern of 
correlations show that educational engagement was highly positively 
correlated with achievement goal setting, perceptions of school quality, 
and educational self-efficacy.  This patterns of interaction is consistent 
with research.  In addition, educational self-efficacy was strongly 
positively related to achievement goal setting and perceptions of school 
quality, with the highest correlation in this analysis between self-efficacy 
and life satisfaction.  This is consistent with Study 2.  Furthermore, this 
correlational analysis indicated that educational aspiration did 
moderately predict educational engagement (r=.30) and goal setting 
(r=.23), as well as show a small relationship between school quality 
(r=.15) and life satisfaction (r=.11) in addition to a small to moderate 
relationship with self-efficacy (r=.28).  Interestingly, school friendships 
had no relationship with educational aspiration.  This contradicts 
previous research, which consistently reports peer relationships as a 
strong predictor of educational aspiration. 
Table 15 presents the correlations between six predictors and 
students’ educational aspiration. 
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Correlation table between the six core predictors and student 
aspiration 
Scale 1 2 3 4 5 6 
(1) Educational Aspiration       
(2) Educational Engagement .30           
(3) Achievement Goal Setting .23 .66         
(4) Perceptions of School Quality .15 .51 .49       
(5) School Friendships .02 .14 .22 .30     
(6) Life Satisfaction .11 .39 .41 .51 .38   
(7) Educational Self-efficacy .28 .61 .54 .51 .33 .67 
*Correlations above .10 are significant at p<.05. 
 
Discussion 
Study 3 sought to assess the effect of an academic enrichment 
workshop intervention had on student aspirations to finish high school 
and attend university.  Overall, there was no increase in educational 
aspirations.  Thus, Hypothesis 1 and 3 were not supported.  However, 
correlation analysis indicated a strong relationship between educational 
engagement and goal setting, perceptions of school quality and 
educational self-efficacy and between educational self-efficacy and life 
satisfaction. The intervention did not appear to positively influence 
student educational aspirations or the other outcomes.   
There are several reasons why the intervention may not have been 
effective in inducing lasting changes in aspiration.  First, the nature of 
the intervention was only a one-off workshop delivered at the school.  
Second, students had only just started high school and may have been 
too overwhelmed with the new setting and information.  Third, as 
students were only in Year 7, they may not have given much 
consideration to their future aspirations to attend university.  The 
considerable decreases may have also been because students at T2 were 
surveyed at the end of Term 4.  At this time of year in Australia, students 
can generally be very tired after a long first year at high school.  
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Additionally, in Australia it is very hot.  Low socioeconomic schools in 
Australia, do not have the luxury of being fully air conditioned. 
Surveying of students at this time of year was in many cases on extremely 
hot days.  Students were surveyed in extremely hot and stuffy 
environments.  As such, they were at times, lethargic and disengaged, 
which may have contributed to the considerably lower scores in T2.   
Anecdotal comments from teachers, however, recount positive 
results.  Students were said to be engaged in this workshop and enjoyed 
the content.  They were comfortable asking questions related to further 
study at university and what this might entail.  Teachers reported that 
they found the content relevant and that students found the information 
interesting, informative, and fun.  Past research on academic enrichment 
programs have found positive effects on breaking down the barriers 
students have with completing high school and accessing university 
(James et al., 2008), and on increasing engagement and motivation to 
continue with their education (Appleton et al., 2006; Pascarella et al., 
2010; Tinto, 1975).  However because this workshop was only less than 
one hour in duration, lasting change on engagement and educational 
aspiration is improbable.  Further research is needed to determine the 
effectiveness of academic enrichment programs. 
Study 4: University Experience Day 
Whereas Study 2 examined an online learning tutor support and 
Study 3 examined an academic enrichment workshop, Study 4, being the 
third study in this series of three, examined a university experience day.  
Consistent with current university experience programs, this third 
intervention, in this series of three studies, involved a half-day visit to a 
university campus, and included university-based activities.  This study 
examined the effectiveness of this orientation program in increasing 
student aspirations to finish high school and attend university.   
University experience and university orientation activities are 
designed to enhance a student’s academic and social preparedness for 
university by familiarising the student with university culture.  
University experience programs introduce the concept of higher 
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education in a fun and interactive way: encouraging students to explore 
the university campus and build upon their aspirations to view university 
as a realistic future possibility.  Research discussing a student social and 
academic integration, university-high school orientation programs, and 
enhancing student academic and social preparedness, are extensively 
discussed in reports by James et al. (2008) and Gale et al. (2010).  
Research relating to social and academic integration is extensive and 
dates back to Tinto's (1975) theoretical model of student engagement that 
focuses on three fundamental factors of student attrition – student 
background characteristics, coupled with social and academic integration.  
This model is one of the most widely tested models (Allen, 1994; Allen, 
2007; Angelino, Williams, & Natvig, 2007; Baumgart & Johnstone, 1977; 
Bean, 1981; Cash & Bissel, 1985; Jean, 2010; Nora, Attinasi Jr, & 
Matonak, 1990; Pascarella & Terenzini, 1979; Schurr et al., 1997; Stage, 
1988) and is based on the premise that student academic and social 
integration is fundamental to understanding student attrition and 
retention. 
The benefits of university orientation programs are discussed in 
studies conducted by Allen (1994), in addition to Pascarella and 
Terenzini (1979).  They conclude that the longer the duration and the 
more comprehensive the orientation program, the stronger the direct 
effects are on persistence.  Allen, in a study examining college student 
persistence, concluded that social integration was significantly higher for 
those students who persisted to completion, in comparison to those who 
left early.  James et al. (2008) suggested that university orientation 
programs and university experience days familiarise prospective students 
with university culture.   
University-high school orientation programs are designed to 
enhance social preparedness and encourage high school students from 
disadvantaged backgrounds to remain in education and pursue university 
study.   Intervention programs such as those reported by (Gale et al., 
2010), in a review of intervention programs, improve higher education 
outcomes by incorporating campus visits and on-campus university 
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experiences days with mentoring, provided by university students, in 
addition activities and presentations designed to familiarising 
prospective students with the university experience and highlighting the 
diversity of students who attend.  Moreover, orientation programs 
emphasise academic preparedness and extend to summer programs 




This social intervention program involved a university fun day 
for selected Year 7 students.  This was an on-campus university 
experience day designed to engage students with the campus.  Students 
were encouraged to explore the campus through a combination of fun 
activities, such as interactive presentations, hands-on workshops and 
group work.  This intervention was designed to familiarise students with 
the university, demonstrate the diversity of students who attend and 
encourage students to consider higher education as an accessible 
pathway.  Additionally, this program was designed to break down pre-
conceived ideas and increase student awareness about what university 
participation entails and also show what types of students attend, the 
campus environment, the academic and administrative staff, and the 
tutorial and lecture structure.  Furthermore, students were encouraged to 
use the campus facilities and engage in the additional help services 
provided. 
Participants and Procedures  
Students in Year 7 were invited to participate.  This study utilised 
a non-equivalent group design, also called a non-randomised quasi-
experimental design.  As with Study 2 and 3, students were allocated to 
either a treatment or control group by their year-level coordinator.  
Students completed the Predictors of Student Educational Aspiration 
Survey at two time points: pre intervention (T1) and post-intervention 
(T2). 
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The final sample used for analyses consisted of those who 
provided responses at both T1 and T2 (n = 462; 47 % male; age M = 
12.35 years, SD=0.60).  Of this sample, 300 were in the intervention 
group and 162 were in the control group.  This final sample was drawn 
from an initial sample of 539 (49% male) who participated in T1 and 480 
who responded in T2. 
Table 16 presents the sample characteristics for T1 and T2.  
Sample size at each participating school at both time points were 206, 66, 
387, 110, 30, 151, and 69 at the seven schools respectively, totalling 1019 
participant samples across both time points.   
  
School participants across both time points 
School T1 T2 Total 
1 103 103 206 
2 37 29 66 
3 205 182 387 
4 57 53 110 
5 17 13 30 
6 77 74 151 
7 43 26 69 
Total 539 480 1019 
 
Measures 
Data were collected using the Predictors of Student Educational 
Aspiration Survey (version 2.1).  Details of this survey design are 
extensively discussed in Chapter 4: Survey Development.  Refer to 
Appendix A for the Predictors of Student Educational Aspiration Survey 
(Version 2.1).  This study was an analysis of student data from students 
who participated in a university experience day at seven participating 
high schools and is the third of three-years of data collection.   
In this study the Predictors of Student Educational Aspiration 
Survey was used.  This was a slightly modified version of the Predictors 
of Student Educational Aspiration Survey (version 2), as discussed in 
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Study 3 (Refer to Appendix B).  The aspiration scale remained the same 
as in the previous two studies.  Ratings for this scale ranged from as soon 
as possible; after finishing Year 10; after finishing Year 12; and after 
finishing university.  This item was a check item response with student 
indicating agreement by ticking the accompanying checkbox.  Scoring 
of this item was either 0 (no response) and 1(ticked response).  Refer to 
Appendix B for details of this item.  An additional aspiration scale was 
included.  This asked participants to indicate how much they wanted to 
go to university.  Ratings were on a 10-point scale ranging from; 0) 
definitely don’t want to go to university; 5) maybe want to go to 
university; 10) definitely do want to go to university.   Refer to Appendix 
B for details of this university aspiration scale.  There were no changes 
to the six core scales that were also utilised in Study 2 and Study 3.  These 
scales were educational engagement, educational self-efficacy, 
achievement goal setting, perceptions of school quality, school 
friendships and life satisfaction.  Refer to Chapter 4: Survey 
Development for a detailed discussion of the scale design.   
Data Analytic Approach.   
The data analysis of this cohort followed the same procedures as 
was undertaken in Study 2 and Study 3.   
Results 
Pre-Post Intervention 
Table 17 details the differences in scale scores between the 
treatment and control group.  
  
Differences in scale scores between the treatment and control groups 
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational Aspiration 2.61 0.78 2.53 0.77 2.75 0.61 2.58 0.75 
Educational Engagement 28.72 3.78 27.31 4.01 28.35 4.41 26.56 4.22 
CHAPTER 5:  INTERVENTIONS  132 
 
Achievement Goal setting 24.95 5.66 23.15 5.56 24.56 6.14 23.51 6.54 
Perceptions School Quality 24.87 2.87 24.24 3.01 24.01 3.01 23.26 3.21 
Educational Self-efficacy 57.93 10.44 55.05 10.25 57.21 9.86 52.63 11.94 
School Friendships 16.35 2.95 15.35 3.47 16.13 3.09 15.27 3.37 
Life Satisfaction 81.70 12.84 80.26 13.11 79.24 12.88 76.78 17.28 
 
  
Difference in Cohen’s d between the treatment and control groups 
 Intervention Control   
 Cohen’s d Cohen’s d   
SCALE d d Difference p 
Educational Aspiration 0.20 0.07 0.13 .280 
Educational Engagement -0.09 -0.18 -0.09 .580 
Achievement Goal setting -0.07 0.06 -0.13 .359 
Perceptions School Quality -0.29 -0.31 0.02 .813 
Educational Self-efficacy -0.07 -0.22 0.15 .104 
School Friendships -0.07 -0.02 -0.05 .829 
Life Satisfaction -0.19 -0.23 0.04 .488 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction. 
 
Table 17 presents the descriptive statistics detailing the 
difference in effect size between the treatment and control group.  As 
shown in Table 18, there were no significant group by intervention 
interactions on either educational aspiration or any other outcome 
measure.  In addition, across the seven scales examined, the difference 
in scales scores for most scales decreased across time for both the 
treatment and control groups, except for educational aspiration and 
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achievement goal setting for the control group.  None of these differences 
in scale scores were significant.   
Participants in 2015 reported educational aspiration as either 
wanting to leave school as soon as possible; a desire to complete Year 
10; aiming to complete Year 12; or wanting to attend university.  In 
addition, the newly-included 10-point scale asked participants to rate 
how much they wanted to go to university after completing high school.  
To investigate changes in aspiration over time, a repeated measures t-test, 
examining the difference in scale scores across time and between each 
group (treatment and control) was conducted.  The results suggested 
there was no change in education aspirations between the treatment and 
control group.  The effect size of the university experience day was 
negligible across all of the scales utilised to predict educational 
aspirations.  None of the reported differences in effect size between the 
treatment and control group were significant. 
Correlations 
In order to examine the degree to which the identified scales 
predict student aspirations, correlations with educational aspirations 
(intention to complete high school) were examined.   
Table 19 presents the correlations between six predictors and 
student educational aspiration. 
  
Correlation table between the six core predictors and student 
aspiration 
Scale 1 2 3 4 5 6 
(1) Educational Aspiration       
(2) Educational Engagement .27      
(3) Achievement Goal Setting .22 .61     
(4) Perceptions of School Quality .16 .49 .44    
(5) School Friendships .18 .28 .26 .26   
(6) Life Satisfaction .20 .35 .33 .43 .40  
(7) Educational Self-efficacy .32 .58 .53 .44 .35 .66 
*Correlations above .10 are significant at p<.05. 
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The general pattern of correlations show that educational 
engagement was highly positively correlated with achievement goal 
setting, perceptions of school quality, and educational self-efficacy.  This 
patterns of interaction is consistent with research.  In addition, 
educational self-efficacy was also strongly positively predictive of 
achievement goal setting and to a lesser degree, perceptions of school 
quality, with the highest correlation in this analysis between self-efficacy 
and life satisfaction.  This is consistent with Study 2 and Study 3.  
Additionally, this correlational analysis indicated that educational 
aspiration did moderately predict educational engagement (r=.27) and 
goal setting (r=.22), as well as report a small relationship between school 
quality (r=.16), school friendships (r=.18) and life satisfaction (r=.20), 
in addition to a small to moderate relationship with self-efficacy (r=.32).  
Interestingly, school friendships appeared to have a stronger relationship 
in this cohort, compared with Study 2 and 3, which found no relationship 
at all.  This relationship is consistent with previous research that reports 
peer relationships as a strong predictor of educational aspiration. 
Discussion 
Study 4 sought to assess the effect a university experience day for 
Year 7 students had on student aspirations to finish high school and 
attend university.  Results indicated that the intervention did not have an 
effect on student aspiration to complete high school and attend university.  
Thus, Hypothesis 1 and 3 were not supported.   
Results are inconsistent with past literature, which have found 
that social interventions such as university orientation and university 
familiarisation programs, have a considerable effect on a student’s sense 
of social belonging, feelings of connectedness and their commitment to 
the institution (Allen, 1994; Lamb & Rice, 2008; Tinto, 1975).  Social 
belonging, social integration and social connectedness, as well as goal 
commitment are dominant factors that contribute to a student’s decision 
to pursue further education (Allen).  Decades of research has indicated 
that social interventions have a greater impact upon student educational 
aspirations in comparison to academic interventions (Allen, 1994; Bean, 
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1981; Tinto, 1975). This is further confirmed by Pascarella (1980) and 
Spady (1970), in critical reviews and syntheses of the research literature, 
that indicate social integration produces an increased sense of peer group 
membership, thus increasing commitment and reducing the likelihood of 
a student leaving prior to graduation.   
Research by Guerra and Bradshaw (2008), Masten and 
Coatsworth (1998) and Weissberg and Greenberg (1998) has 
demonstrated that effective social-emotional competencies for school 
children is associated with greater wellbeing and better performance in 
school, as opposed to a failure to achieve these competencies leading to 
personal, social and academic problems.  A meta-analysis by Durlak et 
al. (2011) presented a finding involving 213 schools and 270,000 school 
children.  Those children involved in social-emotional learning programs 
demonstrated significantly improved social-emotional skills, attitudes 
and behaviours in addition to increased academic performance and gains 
in achievement.  This is further consistent with a theoretical discussion 
by Bean (1981), in a synthesis of a theoretical model of student attrition, 
that highlighted the importance of a student’s social integration and 
subsequent academic achievement.  Additionally Tinto’s (1975) theory 
of student departure concluded that the interaction a student has 
academically and socially determines whether or not that student will 
successfully complete their studies.  Social and academic integration as 
examined by Cash and Bissel (1985) found early institutional 
commitment had a direct influence on academic performance.  This is 
consistent with studies by Cabrera, Nora, and Castaneda (1993), Nora et 
al. (1990), Pascarella and Terenzini (1979), Schurr et al. (1997) and 
Stage (1988; 1989).  Anecdotal comments from teachers, however, 
suggest this intervention was a great success.  Teachers and students 
reported that they found this intervention highly interactive and fun and 
reported it as a great benefit to those who attended.  The content was 
considered interesting and informative and the activities were engaging.  
Teachers commented that this intervention increased the aspirations of 
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students to attend university by demonstrating to students that university 
was accessible to them.   
These findings may be due to the fact that students in this 
intervention program were only in Year 7.  As such, they were not overly 
influenced by the intervention because thinking about university 
attendance was too distal.  Additionally, the duration of the intervention 
may have been too short while the content of the intervention was not 
perceived as relevant to the students.  A further point to consider is that 
the survey utilised in this study may not be a robust measure of student 
educational aspiration and the other six scales measured, may not be 
robust measure. 
Comparative Analyses 
A final comparative analysis examining change in student 
educational aspiration and the contributing predictors of education 
aspiration was conducted irrespective of results from the three previous 
studies concluding there was no intervention effect.  There are 
considerable gaps in our knowledge pertaining to what sorts of 
interventions (whether they be social or academic) have an impact on 
student aspirations and subsequent high school retention, particularly for 
students from disadvantaged backgrounds. 
Method 
Participants and Procedure   
Participants were recruited from seven Victorian high schools in 
the regional Melbourne and Greater Geelong areas.  Across three 
consecutive years, three Year 7 cohorts participated in three different 
intervention programs designed to increase student educational 
aspiration to complete high school and attend university.  This enabled 
comparisons to be drawn between treatment and control groups in 
regards to the effectiveness of these interventions.  In 2013, data were 
provided by n=379.  In 2014, data were provided by n=391 and in 2015, 
data were provided by n=462.  The final sample used for analyses 
consisted of those who provided responses at both T1 and T2 across all 
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three studies (n=1232).  A total of 705 students participated in an 
intervention program and 527 students were allocated to a control group.   
Table 20 represents the total number of participants who 
participated in the online tutorial help intervention, the academic 
enrichment workshop intervention and the university experience day.  
Data at T1 (pre-intervention) and T2 (post-intervention) are detailed 
below.  In total, there were 1019 participants across Study 2, 3 and 4.  
Table 21 details the treatment and control group in Study 2, 3 and 4: the 
online intervention, the academic enrichment workshop, and the 
university experience day respectively. 
  
Total participants in each intervention 
Intervention T1 T2 Total 
1. Online Tutor 452 393 845 
2. Academic Enrichment 456 417 873 
3. University Experience Day 539 480 1019 
 
 
   
  
Treatment and control groups across in Study 2, 3 and 4 
 Study 2   Study 3 Study 4 
 Online Tutor Academic Enrichment Uni Experience Day 
School Intervention Control Intervention Control Intervention Control 
1 19 6 4 14 98 0 
2 20 18 15 13 27 2 
3 76 64 86 84 86 88 
4 23 23 21 23 20 28 
5 9 4 12 20 13 0 
6 42 38 27 27 42 32 
7 27 10 25 20 14 12 
Total 217 162 189 202 299 163 
 
CHAPTER 5:  INTERVENTIONS  138 
 
Results 
Detailed in Table 22 are the effects of each intervention 1) 
online tutor support, 2) academic enrichment workshop, and 3) 
university experience day had on educational aspirations, as well as the 
accompanying survey scales, utilised in the Predictors of Student 
Educational Aspiration Survey, as predictors of educational aspirations. 
  
Comparison of differences in intervention effect across time and study 
 
Study 2  
Difference 




 d  d  d  
Educational Aspiration -0.04 0.20 0.13 
Educational Engagement -0.21 0.05 -0.09 
Achievement Goal Setting -0.04 0.22 -0.13 
Perceptions of School Quality -0.06 0.07 0.02 
Educational Self-efficacy 0.01 -0.11 0.15 
School Friendships -0.21 0.18 -0.05 
Life Satisfaction -0.03 -0.08 0.04 
Effect Size: d = 0.01 (very small); 0.20 (small); 0.50 (medium); 0.80 
(large) 
 
Comparisons of Intervention Effect  
The first Hypothesis stated that students who participated in the 
intervention, whether it be the online tutor help, academic enrichment 
workshop or university experience day, would have increased 
aspirations to attend university; that is, the intervention would have a 
positive effect on high school student educational aspirations.  This 
Hypothesis was not supported in any of the studies.  The differences 
between the treatment and control groups, in Study 2, 3 and 4, indicate 
that the intervention effects were negligible to small.  Study 3 and 
Study 4 however, did have a slightly stronger effect (d=.20 and 0.13 
respectively) compared to Study 2 (d=-0.04).  This difference supports 
the second Hypothesis, that the social interventions would have a 
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greater effect on student educational aspirations, in comparison to the 
academic intervention.  This is consistent with previous research.  The 
third Hypothesis: that the interventions would have a positive effect on 
student educational engagement, educational self-efficacy, achievement 
goal setting, perceptions of school quality, school friendships and life 
satisfaction was also not supported.  When examining the difference 
between the treatment and control groups, in Study 2, 3 and 4, the 
effect of these interventions was negligible in most instances.  There 
was, however, a small intervention effect in Study 3 on educational 
engagement, goal setting, perceptions of school quality and school 
friendships. Additionally, in Study 4, there was a small effect on 
educational aspirations, perceptions of school quality, self-efficacy, and 
life satisfaction. None of these effects were significant.   
General Discussion 
This study was undertaken to better understand student 
aspirations to finish high school and attend university, as well as 
understand the predictors of student educational aspirations.  This 
chapter sought to evaluate the effectiveness of three Year 7 intervention 
programs, designed to increase student educational aspirations to finish 
high school and attend university.  These interventions were an online 
tutor help service, an academic enrichment workshop, and a university 
experience day.   
Comparative analysis was undertaken. For all three studies, 
comparisons were made between the treatment and control groups to 
examine the effect the intervention had on educational aspirations, 
educational engagement, educational self-efficacy, achievement goal 
setting, perceptions of school quality, school friendships, and life 
satisfaction.  In general, the interventions in Study 2, 3 and 4 did not 
have a noticeable impact on student educational aspirations or on the 
six accompanying scales.  Analysis found the intervention effects 
between the treatment and control groups, in Study 2, 3 and 4, were 
negligible to small.  Study 3 and 4, however, did have a slightly 
stronger effect, compared with Study 2, although this effect was not 
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significant.  This difference does however support the second 
Hypothesis: that social interventions would have a greater effect on 
educational aspiration, in comparison to academic intervention.   
Intervention Effectiveness 
Understanding why the interventions did not have a positive 
effect on educational aspirations draws on numerous possibilities.  One 
interpretation is that the interventions were too distal.  It may be that they 
were offered to Year 7 students at a time that was too distant from high 
school graduation and ideas about university participation were too 
remote to be considered.  James et al. (2008) and Lamb et al. (2004) 
report on numerous outreach intervention programs aimed at students in 
upper high school that have positive results in raising aspirations to 
complete high school and attend university.  A growing body of research, 
however, supports early intervention programs starting as early as 
preschool (e.g., Rumberger (2011), Hammond et al. (2007) and 
Cunningham et al. (2003).  Further research examining at which year 
level intervention programs are most effective are needed. 
The duration of the interventions may have impacted on 
effectiveness.  The interventions that were offered may have been too 
short to have had a major lasting effect.  This is particularly evident with 
the academic enrichment workshop, which lasted no longer than one 
hour.  Additionally the university experience day was only a half-day 
student excursion.  These finding are consistent with Klima et al. (2009), 
who reported on 877 intervention programs.  They found no positive 
outcomes on student achievement or presence at school.  In contrast, 
however, Kemple and Snipes (2000), in an extensive multi-site study, 
concluded that intervention programs do reduce high school attrition and 
enhance student engagement within the school.  Additionally, Wilson et 
al. (2011), in a meta-analysis of 152 attrition prevention programs, found 
that most intervention programs were effective in increasing retention.  
As such, the finding of this study are inconsistent with previous research. 
A point to consider is that the content within the interventions 
may have been too limited, in addition to only being offered once in the 
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year.  Further, the impact of interventions of this nature may only be seen 
after several years of additional interventions throughout the students 
schooling that follow the same themes and promote the same future 
possibilities.  This is evident with intervention programs such as Career 
Academies as discussed by (Kemple & Snipes, 2000) and the WWC 
(2017).  Intervention programs had a considerable impact on high school 
retention, however, offered across a two, three or four-year span and 
comprise rigorous academic curricula with career themes, in addition to 
postsecondary education preparation.  Accelerated Middle Schools are 
another example of the cumulative effects of an intervention program.  
This program serves students who are one or two-years behind their 
grade level, by giving them the opportunity to complete an additional 
years of the curriculum over a one or two-year period (WWC, 2017).  In 
general, research suggests that it is the cumulative effect of a large 
number of interventions that yields positive results.  The WWC identifies 
a number of successful, tiered, intervention programs.  These include the 
ALAS program (Belfield & Levin, 2007), Career Academies (Kemple & 
Snipes, 2000), Check and Connect (Lamb & Rice, 2008), and Talent 
Search (Belfield & Levin, 2007).  For a comprehensive review of these 
intervention programs, in addition to the effectiveness of these programs, 
see WWC (2017). 
Generally, however, it has been reported that most interventions 
have some impact, as discussed by Wilson et al. (2011) in a meta-analysis. 
Wilson et al. concluded that most school-community based programs are 
effective in decreasing student attrition, though no single intervention 
program stood out more than another.  Wilson et al. also noted that the 
particular programs chosen appear to makes less difference in outcomes 
compared to selecting a strategy that can be successfully implemented.  
As such, regardless of the intervention, there will likely be some effect if 
they are implemented well.  Lamb and Rice (2008), in a discussion on 
effective intervention strategies, reports that schools with the greatest 
success in reducing student attrition combine a range of strategies, 
develop a whole school and staff commitment, and constantly refine the 
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approaches based on what students and parents need. They conclude that 
a weak school culture promotes little or no change in engagement.  A 
possible explanation for the current studies’ results may in part, rest on 
school culture. 
There were several limitations to this study.  First, the predictor 
variables on the survey were too distal and not aligned with the 
interventions.  Primarily, the outcome variable of educational aspiration 
was not a robust measure.  Students were asked when they wanted to 
finish school.  This basic measure included three levels of educational 
aspiration (Year 10; Year 12 and University degree).  In Study 2, the 
aspiration item was modified slightly to rectify this and the rating ranged 
from as soon as possible; after finishing Year 10; after finishing Year 12; 
and after finishing university.  In Study 3, an additional university 
aspiration item was included, which asked the student to rate how much 
they wanted to go to university.  Ratings were on a 10-point scale ranging 
from 0) definitely don’t want to go to university to 10) definitely do want 
to go to university.  The future examination of educational aspirations 
could potentially include a more robust measure with differentiating 
levels such as TAFE; Trades and levels within a university context such 
as BA; Masters or Doctoral; or a multi-item scale including several 
related items on different scales.   
Second, dosage and implementation of the intervention programs 
offered.  There was considerable variability between the implementation 
and the amount of time the student participated, making comparisons 
difficult.  The online tutor intervention was delivered through the whole 
year; however, student usage was scattered and sporadic.  The academic 
enrichment workshop, in comparison, was at most, a one-hour seminar 
based at the school.  Dosage for this intervention was very limited.  It is 
therefore difficult to determine the effectiveness of this workshop when 
taking into consideration all the other factors impacting the student 
throughout the year.  This intervention type, involving workshops and 
interactive seminars would be more beneficial had it been delivered on a 
regular basis, possibly every term, and covered a broader range of 
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university subjects and future possibilities.  The university experience 
day was a four-hour fun day excursion and could well have been a 
memorable experience for the student; however, possibly this could have 
been delivered several times throughout the year to ensure coverage of 
more aspects of university life, thus providing a more lasting impact. 
Finally, clarity regarding the assignment of participants to the 
intervention or control groups would have improved analysis.  Although 
students were partially randomly allocated to a treatment and control 
groups, this decision was made by the year-level coordinators and 
classroom teachers and at times students were allocated to join the 
intervention group based on the perceived benefits to the students.  
Further, the randomisation of the participants could be viewed as biased, 
as parental consent was required for students to participate.  In effect, 
this meant that those parents who were more engaged in their child’s 
education provided consent and thus the sample may have been 
prejudiced in this respect.   
Correlates of Educational Aspiration 
Correlational evidence across the three studies found mixed 
results.  However, there were patterns of correlations across these studies.  
Study 2 found that the relationship between educational aspirations and 
the accompanying scales was small to moderate and significant with five 
of the six accompanying scales.  Additionally educational engagement 
was strongly correlated with goal setting, school quality, and self-
efficacy.  Empirical studies confirm the relevance of educational 
engagement (Fredricks et al., 2004; Fredricks et al., 2011; Hazel et al., 
2013; Kortering & Braziel, 2008; Wang & Holcombe, 2010) as critical 
to academic success.  As discussed by Archambault et al. (2009), an 
individual’s commitment to specific academic goals directly influences 
their educational engagement and Kuh (2001), in an overview of the 
National Survey of Student Engagement, reports that school quality also 
impacts on student engagement.  Self-efficacy, as found by Chemers et 
al. (2001), was strongly related to performance and subsequent 
educational engagement (Ouweneel, Schaufeli, & Le Blanc, 2013).  
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Educational self-efficacy in this study was strongly correlated with goal 
setting.  As discussed in a study by Bandura, Barbaranelli, et al. (2001), 
self-efficacy influences an individual’s behaviour as well as the course 
of action they choose, the goals they set and their commitment to those 
goals.  The strongest correlational relationship in this analysis was 
between self-efficacy and life satisfaction, findings consistent with 
Segrin and Taylor (2007), which found that social skills were associated 
with greater life satisfaction and self-efficacy.  The relationship between 
educational aspirations and the accompanying scales however, were 
negligible to small.  This is inconsistent with previous studies reporting 
on key constructs found to predict student educational aspirations to 
complete high school and attend university, such as educational 
engagement (Fredricks et al., 2004; Kortering & Braziel, 2008; 
Ouweneel et al., 2013; Wang & Holcombe, 2010), goal setting (Lens et 
al., 2002), school quality (Bean, 1981; Kuh, 2001; Tinto, 1975), self-
efficacy (Bandura, Barbaranelli, et al., 2001; Gutman & Schoon, 2012), 
school friendships (Ellenbogen & Chamberland, 1997; Kaplan et al., 
1997; Rumberger, 1995), and life satisfaction (Hendricks et al., 2015; 
Miller et al., 2013). 
Correlational results for Study 3 in part mirrored Study 2.  Study 
3 found that educational engagement was highly positively correlated 
with achievement goal setting and educational self-efficacy, while 
educational self-efficacy had a strong positive relationship with 
achievement goal setting and perceptions of school quality.  The 
strongest correlation in this analysis was between self-efficacy and life 
satisfaction, which was also mirrored in Study 2.  In Study 3, the 
relationship between educational aspirations and the accompanying 
scales was small to moderate and significant for five of the six 
accompanying scales.  Study 4 also mirrored Study 2 and 3.  However 
the correlations in Study 4 were generally stronger across all the 
relationships.  Study 4 found that the relationship between educational 
aspirations and the accompanying scales was small to moderate and 
significant for all of the six accompanying scales.  Additionally, 
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educational engagement was highly positively correlated with 
achievement goal setting, perceptions of school quality, and educational 
self-efficacy.  In addition, educational self-efficacy was strongly 
positively predictive of achievement goal setting and to a slightly lesser 
degree perceptions of school quality.  The strongest correlation in this 
analysis, as with Study 2 and Study 3, was between self-efficacy and life 
satisfaction.   
A comparative analysis across all three studies found additional 
patterns of correlates.  For instance, the relationships between 
educational aspirations and perceptions of school quality, school 
friendships and life satisfaction across all three studies, were lower than 
in any other scale, ranging from a low of (r=0.02) to a high of (r=0.32).  
This may indicate that the relationships between educational aspirations 
and these predictors may not be as relevant to educational aspiration as 
indicated in the literature.   Additionally, because the correlates of 
educational aspiration is lowest across all three studies, it can be assumed 
that educational aspirations is low as a result of low socioeconomic status, 
thus mirroring extensive research confirming this relationship.  
Alternatively, it can be assumed that the measure of educational 
aspiration may not have been robust, and as such, did not accurately show 
the strength of these relationships.   
Another interesting relationship was that of school friendships.  
Across all three studies, school friendships did not have a meaningful 
correlation with educational aspiration.  This is interesting, as it 
contradicts previous research which consistently reports peer 
relationships as a strong predictor of educational aspiration to remain at 
school (Mouton et al., 1996; Rumberger, 1995; Seidel & Vaughn, 1991).  
Additionally, across all three studies, self-efficacy and life satisfaction 
reported the strongest relationships indicating that they were highly 
predictive of one another.  These findings are consistent with Segrin and 
Taylor (2007), who found that social skills were associated with greater 
life satisfaction and self-efficacy amongst other variables.  As discussed 
previously and consistent with previous research, across all these studies 
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the relationship between educational engagement and achievement goal 
setting, perceptions of school quality, and educational self-efficacy was 
strong.  Further, educational self-efficacy also had a strong positive 
relationships with achievement goal setting and perceptions of school 
quality.   
Future research is necessary to better understand the determinants 
of student aspiration in relation to student attrition and retention.  Results 
indicate that educational self-efficacy is an area requiring closer 
examination.  All three studies indicated that educational self-efficacy 
has a very strong positive correlation with life satisfaction.  This is 
particularly interesting as it may indicate that enhancing a student’s self-
efficacy beliefs could directly influence their personal wellbeing, 
increasing their desire to continue with schooling and higher education.  
Furthermore, educational engagement had strong positive relationships 
with achievement goal setting, perceptions of school quality, and 
educational self-efficacy.  Across all three studies, the strength of these 
relationships was the highest when compared with the other predictors.  
This again is an area that would benefit from future research, as 
educational engagement is an important predictor of a student’s success 
at high school.  Examining these aspects of a student’s educational 
experience in conjunction with the students’ educational aspirations will 
assist in determining which interventions make a difference to student 
educational aspirations to complete school and attend university. 
Conclusion 
This three-year study enhanced our understanding of the impact 
of different types of interventions, whether it be online tutor assistance, 
an academic workshop, or a fun experience day.  Regardless of the 
intervention type, the effect of these interventions were minimal and did 
not influence the variables measured.  The practical implications of the 
findings in these studies, however, suggest that an increase in high school 
interventions, in particular the duration of these interventions, is 
warranted.  As discussed by Bowden and Doughney (2010), furthering 
our understanding of the barriers and difficulties faced by students to 
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attaining a higher education is important in breaking the generational 
cycle of poverty and disadvantage.  Interventions, regardless of their type, 
are found to increase school completion; however, measuring the impact 
of these interventions has been problematic.  Moreover, it is suggested 
that all the intervention programs be longer in duration in addition to 
being offered more frequently throughout the year.  Furthermore, a point 
to consider is that intervention programs such as these need to be 
implemented at an increasingly younger age, ideally in early primary 
school, by targeting primary school student educational aspirations, and 
should be coupled with intervention programs aimed at increasing 
parental educational aspirations for their children.   
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CHAPTER 6.   




To date, current research literature includes many cross-sectional, 
single institutional studies.  However there is a lack of comparative 
samples, as there are low participant numbers in longitudinal research.  
Additionally, there is a scarcity of studies within Australia that have 
conducted longitudinal analysis examining the effectiveness of 
university-school partnership interventions, particularly randomised 
designs with a treatment and control group.  Research findings to date 
have informed and guided interventions and may have been useful in 
moderating the influence of the socioeconomic gap.  However, there is 
an absence of longitudinal studies measuring the impact of such 
interventions.   
Context of Non-Completion 
The non-completion of secondary school by disadvantaged 
students is identified in educational reviews by Gale et al. (2010), Lamb 
et al. (2004), Lamb and Rice (2008) and James et al. (2008) as a 
prominent barrier to future academic achievement.  Educational 
aspirations are considered fundamental to this problem.  As such, 
examining educational aspiration and the key predictors of educational 
aspiration has become an important factor in educational policy and 
considered critical to improving educational attainment.   
Students from socioeconomically disadvantaged backgrounds 
are considerably underrepresented in higher education.  In an attempt to 
increase high school student educational aspirations, numerous 
university-high school partnership intervention programs have been 
developed (For a review of intervention programs, see Gale et al. (2010). 
Additionally, see Lamb and Rice (2008) for effective intervention 
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strategies.  Further, refer to WWC (2017) for extensive information on 
current intervention programs at every year level).   
Considerable resources have gone into designing and 
implementing effective intervention programs aimed at increasing 
educational aspiration.  There is a lack of knowledge, however, regarding 
the impacts of these programs.  A key aim of this study was to examine 
how student educational aspirations and student characteristics 
predictive of educational aspiration, change over time.  Additionally, this 
study aimed at examining these changes in relation to university-high 
school partnership intervention programs.   
Leaving school prior to graduation is a cumulative process.  
Research indicates that educational disadvantage for young people from 
lower socioeconomic backgrounds is created by the cumulative effect of 
an absence of encouraging factors (James et al., 2008).  This process is 
evident in primary school (Alexander et al., 2001; Jimerson et al., 2000).  
With this in mind, a further aim of this study will be to examine change 
over time.  This change will be measured in relation to educational 
aspiration and six student characteristics predictive of educational 
aspiration.  Additionally, the cumulative effects of differing university-
high school partnership intervention programs, offered over a four-year 
period, from Year 7 to Year 10, will be assessed.    
Intentions to complete high school  
Leaving school prior to graduation, however, is not something 
that happens in a single instance.  It is, instead, a cumulative process of 
disengagement (For further details see reports and reviews by Gale et al. 
(2010), Bradley et al. (2008) and Rumberger (1995).  Additionally, see 
research findings (e.g., Jimerson et al. (2000), Gleason and Dynarski 
(2002) and Finn (1989).  Examining educational aspiration is a key factor 
in educational policy (see reports by (Gale et al. (2010), Gutman and 
Akerman (2008), James et al. (2008), Sellar et al. (2011) and Zipin et al. 
(2015). St Clair and Benjamin (2011), in a study of early secondary 
school students, noted that educational aspirations have become a key 
factor in educational policy.  Hendricks et al. (2015) and St Clair further 
CHAPTER 6:  LONGITUDINAL EVALUATION 150 
 
conclude that adolescent aspiration is critical to improving educational 
attainment.  Higher educational aspiration is associated with higher 
educational achievement, better occupational opportunities, and higher 
wage attainment in adulthood (Mello, 2008).  Furthermore, lowered 
educational aspiration is continuously reported in disadvantaged 
socioeconomic groups (Bowden & Doughney, 2010; Gale et al., 2010; 
Hardie, 2014; James et al., 2008; Kerckhoff, 2004; Kirk et al., 2012; 
Messersmith & Schulenberg, 2008; Nitardy et al., 2015; von Otter, 2014).  
Educational aspirations are affected by numerous student characteristics 
of which several key characteristics have been identified.  The following 
six student characteristics have been shown to predict student 
educational aspiration and intentions to complete high school and attend 
university.  These student characteristics formed the basis of the 
following study.  Student educational aspiration and the additional six 
student characteristics will therefore be addressed in relation to the 
effectiveness of university-high school partnership intervention 
programs and their change over time.   
Educational Aspiration. In studies conducted by Garg et al. 
(2007) and  Wei-Cheng and Bikos (2000), educational aspirations within 
a high school population were found to be one of the most important 
predictors of eventual educational attainment.  Further empirical 
evidence and theory indicate educational aspiration is predictive of 
school persistence (e.g., (Bui, 2007; Lent et al., 1994; Tinto, 1993).  In a 
study by Shapka, Domene, and Keating (2012), growth curve modelling 
was used to estimate the level of education aspired to across time.  In a 
sample of students from Years 8, 9 and 10, they found considerable 
variation in educational aspiration as students progressed from early to 
late high school.  The educational aspiration trajectory was 
representative of a U-shaped curve.  Further, there were gender effects.  
Boys’ aspirations were lower in early high school, then accelerated at a 
faster pace than girls’ aspiration to peak above girls by the end of high 
school.  Additionally, Shapka et al. found that the perceptions an 
individual has of the barriers they face in educational attainment 
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influenced the rate of growth and acceleration.  This suggests that 
aspirational change over time differs between students, dependent upon 
their perceptions of these barriers.  This is also supported by a US study 
by Kao and Tienda (1998) measuring aspirations in a sample of 24,599 
high school students.  Kao and Tienda found that educational aspiration 
declined between Year 8 and Year 10.  They suggest that younger 
students have higher aspirations in the early years of their schooling 
because they are more idealistic, whereas older students’ aspirations are 
more concrete and realistic.  This, however, is in contrast to Nitardy et 
al. (2015).  In a study that included 351,510 adolescents ranging from the 
age of 13 to 19, they found that, overall, academic aspirations increased 
over time.   
Educational Engagement.   Educational engagement changes 
throughout a child’s academic trajectory.  See Eccles, Midgley, and 
Adler (1984) and Christenson et al. (Eds.)  (2012) for further details.  
Whilst numerous studies link student educational engagement to positive 
academic outcomes, such as Akey (2006) and Marks (2000), only a few 
longitudinal studies have tracked engagement over time.  For a review, 
see Finn and Zimmer (2012).  In a study conducted by Alexander et al. 
(1997), student disengagement from school was seen as a developmental 
process.  Further empirical and theoretical conclusions, such as 
Ensminger, Lamkin, and Jacobson (1996) and Finn (1989) indicated that 
high school withdrawal is a gradual process of diminishing school 
engagement over time.  This is consistent with a longitudinal study of 
11,827 high school students, in which decreased engagement reliably 
predicted early withdrawal (Archambault et al., 2009).  As noted by 
Fredricks et al. (2004), however, engagement is a malleable construct 
responsive to environmental change.  For example, Skinner, Zimmer-
Gembeck, Connell, Eccles, and Wellborn (1998) found in a longitudinal 
study of 1600 children that children’s experiences with teachers, in 
relation to feeling supported, had a strong impact on engagement.  This 
suggests that declining engagement in high school (when compared with 
junior school) could be the result of less teacher support.  This is also 
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consistent with Finn and Zimmer (2012), who reported student 
engagement increased in relation to increases in perceived adult support.    
Numerous studies find that transitioning through school is associated 
with achievement declines (Akos & Galassi, 2004; Barber & Olsen, 2004; 
Benner & Graham, 2007; Ding, 2008; Gifford & Dean, 1990; Newman, 
Newman, Griffen, O'Connor, & Spas, 2007; Reyes, Gillock, Kobus, & 
Sanchez, 2000; Roderick, 2003; Seidman, Lawrence Aber, Allen, & 
French, 1996; Weiss & Bearman, 2007).  Educational engagement has 
been extensively examined.  See Christenson et al. (Eds.)  (2012) for a 
review.  Further, see Marks (2000) for a study of high school students 
engagement, in which they found that as students progress from primary 
school through high school, their engagement decreased.  Moreover, in 
another longitudinal study, Skinner et al. (1989) found that engagement 
decreased sharply as students made the transition into high school.  This 
decline in engagement is particularly evident within low socioeconomic 
groups as reported (e.g., Gale et al. (2010) and Marks (2000).  
Achievement Goal setting.  A student’s goals are considered 
their pursuit for learning.  As discussed by Archambault et al. (2009), an 
individual’s commitment to specific academic goals directly influences 
their school involvement and commitment to the school, thus influencing 
their eventual withdrawal.  Freund, Weiss, and Wiese (2013), in a 
longitudinal study, highlighted the importance of a student’s goal clarity 
when transitioning through upper high school.  In a study conducted by 
Urdan and Midgley (2003), a students’ goal setting changed with the 
transition from primary school to high school and Morgan and Robinson 
(2013) reported that goals changed across the lifespan.  Additionally 
Maehr and Zusho (2009) in The Handbook of Motivation at School 
Covington (2000) in a review of Goal Theory Motivation and School 
Achievement, concluded that goals continually fluctuate across high 
school.  Goal setting is also reported to be changeable within the 
classroom (Eccles et al., 1984; Urdan & Midgley, 2003).  Goal constructs 
as found by Elliot and McGregor (2001) are extensively linked with 
achievement.  Students from higher socioeconomic backgrounds, 
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however, attach higher priorities to certain achievement goals (Eccles et 
al., 1984). 
School Quality.  Considerable research links positive school 
climate to student academic achievement and performance.  For example 
see, Battistich, Solomon, Kim, Watson, and Schaps (1995), Felner, Aber, 
Primavera, and Cauce (1985), Griffith (1997), Roeser and Eccles (1998) 
and Stewart (2008).  In a longitudinal study of approximately 550,000 
students, Jennings et al. (2015) found that within school differences 
made a noticeable impact on shaping the outcomes of students.  This is 
further discussed in a review of student attrition and retention and 
institutional characteristics, in which Ackerman and Schibrowsky (2007) 
extensively discuss the impact policies and the quality of student support 
services have on the attrition-retention problem.  McNeely, Nonnemaker, 
and Blum (2002) reported, in a study of 75,515 students from 127 schools, 
that students in larger schools have increased negative perceptions of 
school quality compared to schools of a smaller size.  Additionally, 
Wilson and Wilson (1992) reported from the longitudinal data of 2896 
high school students, that school environment has a salient influence on 
a student’s successful school completion.  This is consistent with 
extensive theory linking institutional quality to student persistence to 
graduation, such as, Astin (1977;1984), Pascarella (1980) and Tinto 
(1975).  Additionally Way et al. (2007) found perceived perceptions of 
school quality declined over the three middle years of high school.   
Self-efficacy.  Student self-efficacy is strongly correlated with 
academic achievement (Bassi et al., 2007; Chemers et al., 2001; Choi, 
2005; Flores, 2007; Greene et al., 2004; Motlagh et al., 2011; Uwah et 
al., 2008).  Additionally, self-efficacy changes over time, not only in its 
own right, but also through the impact of determinants influencing 
aspirations and the strength of commitment and perseverance (Bandura, 
Barbaranelli, et al., 2001).  Beginning in infancy, carers influence a 
child’s self-efficacy (Pajares & Schunk, 2001).  Pintrich and Schunk 
(2002) noted that self-efficacy beliefs tend to decline as students progress 
through high school.  Conversely, students who exhibit increased 
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positive self-efficacy beliefs over time are more likely to work harder, 
persist at difficult tasks, and eventually succeed with higher academic 
levels (Bandura, 1997).  Ouweneel et al. (2013) report differential 
changes in self-efficacy.  They found that increases and decreases in self-
efficacy were correspondingly related to increases and decreases in study 
engagement and task performance over time.  Research also indicates 
that students who have low academic self-efficacy through high school 
are more likely to leave high school prior to graduation (Bandura, 1993; 
Bandura et al., 1996).  Further, Bandura, Barbaranelli, et al. (2001) noted 
that socioeconomic status influences a parent’s perceived efficacy, which 
in turns affected their children’s perceived efficacy.   
School Friendships.  A student’s friendship groups at school are 
important and impact on the student’s high school trajectory.  Students 
who leave school prematurely report having had poorer school 
relationships whilst at school.  For further details see, Jimerson et al. 
(2000), Mouton et al. (1996), Rumberger (1995) and Seidel and Vaughn 
(1991).  School retention or early withdrawal is considered a 
developmental processes with social and emotional antecedents.  Marcus 
and Sanders-Reio (2001), in a review exploring developmental 
attachment, concluded that the likelihood of a child completing school 
was enhanced by healthy attachments to others in the school environment.  
Additionally, early attachment bonds such as those discussed by 
Ainsworth (1989) maintained that behaviours and relationships are set in 
an early path towards school completion or not.  Emotional bonds to 
parents, therefore form the basis to peer and teacher relationships, thus 
affecting academic progress.  Jimerson et al. (2000) found that declining 
peer relationships at school lead to early school withdrawal.  This process 
of peer disengagement is perpetuated when students fail to become 
involved in the academic and social aspects of school (e.g., Jimerson et 
al., 2000; Cunningham et al., 2003).   Poor performance, failure to do 
homework, lack of participation in extracurricular activities, and 
frequent absenteeism lead to poor school relationships and feelings of 
isolation.   
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Life Satisfaction.  The student’s sense of wellbeing at school is 
an important factor in relation to academic success.  The relationship 
between wellbeing and academic achievement has been well established 
(Hendricks et al., 2015; Miller et al., 2013) and, as discussed by Tomyn 
and Cummins (2011) in a study of high school student subjective 
wellbeing, a considerable proportion of Australian youth suffer from 
mental health problems.  Additionally, they experience age- related 
declines in life satisfaction, which are evident from early to middle 
adolescence.  In a on educational mismatch and subjective wellbeing 
study spanning thirty countries, Artés, Salinas-Jiménez, and Salinas-
Jiménez (2014) examined the discrepancy between the two.  They found 
that over the life span, educational mismatch had a significant negative 
impact on life satisfaction.  Under-education negatively affected levels 
of life satisfaction and was found to show a U-shaped curve, decreasing 
with age until approximately forty-seven years of age.  Additionally, 
Miller et al. (2013), in a study of primary school age children found that 
wellbeing was positively related to achievement, with additional 
evidence suggesting that disadvantaged students report poorer wellbeing 
outcomes, and poorer educational outcomes, as compared to their more 
affluent peers.   
Intervention Research 
Across Australia, there are numerous far reaching and diverse 
university outreach intervention programs concerned with the access and 
equity of students from low socioeconomic backgrounds (NCSEHE, 
2013).  These university partnership programs are aimed at assisting 
students from Years 7-12 who are from disadvantaged backgrounds.  
Programs such as these encourage students to remain in education. They 
provide financial assistance and guidance to families, personal mentoring 
supports, assistance with academic and social preparedness, scholarships 
and university experience programs, in addition to information 
presentations and activities (James et al., 2008).  These programs are 
designed to break down the barriers students may have to completing 
high school and accessing university (James et al.).  
CHAPTER 6:  LONGITUDINAL EVALUATION 156 
 
The intervention programs examined in this study are in line with 
international university-high school partnership interventions.  
Intervention programs such as these are found to be effective in 
increasing student educational aspirations.  Similarities in design and 
methodology between the four interventions in this study and 
international intervention programs are evident.  For instance, the Dual 
Enrolment Program offered high school students the opportunity to 
experience college level courses, accumulate college credits, and access 
discounted or free tuition.  This program prepared high school students 
for the social and academic requirements of higher education.  
Additionally, this program increased the number of students from low 
socioeconomic backgrounds attending higher education.  Strong 
evidence has been found of the effectiveness of this program on student 
outcomes (WWC, 2017).  Accelerated Middle Schools, as reported by 
WWC also reported strong evidence of effectiveness.  This is a two-year 
layered program offering tutoring and academic and social support to 
high school students. This intervention had strong positive effects on 
student outcomes for progressing in school and staying at school.  Check 
and Connect is another example of an intervention program in which 
similarities between to the interventions offered in this study are evident.  
This program offered tiered support across high schools consisting of 
individualised attention to students with such things as involved 
relationship building, problem solving, capacity building, and the 
encouragement of engagement and persistence (2017).  Within this 
program mentoring and attendance monitoring were shown to raise high 
school completion by 20% (Lamb & Rice, 2008), and the (WWC) report 
statistically significant positive effects for staying in school and 
progressing through high school.   
Further comparisons can be made between the intervention 
programs offered to students in this study and international programs.  
For instance, ALAS (Achievement for Latino’s through Academic 
Success) is a broad-based tiered intervention program that targeted 
students at the highest risk of leaving school early, and provided 
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academic support and enrichment as well as assistance in social skills to 
help improve behaviour.  Additionally, mentors and family resources 
were provided in which students were educated in problem-solving, self-
control and assertiveness and parents were taught in parent-child 
problem solving (WWC, 2017).  It was found that ALAS students were 
significantly more likely than control students to be enrolled in school 
two years after the intervention had finished.  The impact of mentoring, 
remediation, improving social skills and family interventions were also 
reported by Lamb and Rice (2008) as able to raise completion rates by 5-
10%.   
An additional large scale program that is mirrored in the 
interventions in this study is Career Academies.  This is an extensive 
layered intervention program delivered across high schools.  These 
Career Academies are guided by career themes such as health care, 
finance, technology and public service; combining academic and 
technical curricula to provide work-based learning opportunities (WWC, 
2017).  Career academies and related vocational courses and intensive 
careers planning were found to raise high school completion rates by 10-
20%  (Lamb & Rice, 2008).  Talent Search also offers broad assistance 
with study skills training and test taking, academic advising, mentoring, 
case management, family workshops, remediation, career development, 
college campus visits, tutorial services and college preparation (WWC).  
The components of mentoring, family interventions, remediation and 
case management were found to raise completion rates by 10-15% (Lamb 
& Rice).  
Intervention programs aimed at reducing student attrition are 
extensive.  As can be seen from an international comparison of effective 
intervention programs, the four intervention programs examined in this 
study have their foundations based on highly effective high school 
intervention programs that have proven results in increasing student 
educational aspirations. 
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The Current Study 
Despite the above mentioned research, there are considerable 
gaps in our knowledge regarding what sorts of interventions have an 
impact on student aspiration, particularly with students from 
disadvantaged backgrounds.  In particular, there is an absence of 
longitudinal studies measuring the impact of university-high school 
partnership intervention programs.  Thus, the aim of this project was to, 
assess the effectiveness of differing university-high school partnership 
intervention programs, using pre-post treatment-control designs and 
measure how educational aspiration and student characteristics changed 
over the first four years of high school.   
This research project was designed by the School of Psychology 
in partnership with the Division of Equity and Diversity at Deakin 
University, Melbourne, Australia to assess the effectiveness of 
university-high school intervention programs designed to increase 
student educational aspiration to complete high school and attend 
university.  Student were tracked over four years, for eight waves of data 
collection (twice per year in each year level from Year 7 to Year 10).  
Students were assigned to either a treatment or control group each year.  
The interventions involved in this study were (a) online numeracy and 
literacy support service, (b) peer mentoring, (c) university two-day camp 
and (d) university experience day.   
Based on the above theory, three hypotheses were developed: 
Hypothesis 1.  Students who participate in the intervention, 
whether it be the online tutor help, peer mentoring program, university 
camp or university experience day, would have increased aspirations to 
attend university, in comparison to the control group.   
Hypothesis 2.  Students who participate in the intervention, 
whether it be the online tutor help, peer mentoring program, university 
camp or university experience day, will have increased engagement, goal 
setting, school quality, self-efficacy, school friendships, and life 
satisfaction in comparison to the control group.   
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Hypothesis 3.  Educational aspirations and the six student 
characteristics predictive of educational aspiration, will show an 
increased trajectory over time as students’ progress from Year 7 to Year 
10.   
Method 
Participants and Procedures 
Students were invited to participate in this study at the start of 
2013 when they were in Year 7 (see Chapter 4: Survey Development for 
details of this initial participant intake).  Data from this 2013 student 
cohort is the first year of data utilised in this four-year longitudinal study.  
Participation required parental and student consent.  During each year 
(i.e., 2013, 2014, 2015 and 2016), participants were randomly assigned 
to participate in either a treatment or non-intervention control group.  
Allocation to the treatment and control groups were generally random; 
however, in some cases the year-level coordinators and classroom 
teachers allocated students to the intervention groups based on perceived 
need.  Each intervention (online tutor, peer mentoring, university camp 
and university experience day) was designed to increase student 
educational aspiration to complete high school and consider university 
as a possible future option.  These interventions were implemented at 
seven participating high schools as a Deakin University-high school 
partnership initiative.  Each year, students completed the Predictors of 
Student Aspiration Survey at two time points.  The pre-intervention (T1) 
measure was administered in Term 1 and the post-intervention (T2) 
measure was administered in Term 4 (approximately six months after 
pre-intervention data collection).     
This longitudinal study, therefore, utilised student data across a 
four-year period.  Initially, a total of 2868 participant observations were 
collected across two time points (T1 n=1519 and T2 n=1349) from 
students in Year 7 to Year 10.  Of these, 184 participant samples were 
removed because they did not meet the inclusion criteria (i.e., 
participants who did not complete the survey at both T1 and T2 in a year 
were excluded from this analysis).  Additionally, participant samples 
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were removed if the missing data on a particular scale (i.e., educational 
engagement, educational self-efficacy, achievement goal setting, 
perceptions of school quality, school friendships and life satisfaction) at 
either time point exceeded >20%.  Further, participant samples were 
removed if the aspiration scale was incomplete.  Remaining missing 
values were replaced using the method of Expectation Maximisation.   
The remaining participant sample for this study totalled 1335 
participants who completed the survey twice (pre and post intervention) 
at any year level (i.e., Year 7-8-9-10).  The participants in this analysis 
were therefore: Year 7 (n=379), Year 8 (n=380), Year 9 (n=302), Year 
10 (n=274).  Of these participants who completed the survey at two time 
points, 489 students across this four-year period were allocated to 
participate in an intervention: Year 7 (n=217), Year 8 (n=48), Year 9 
(n=133), Year 10 (n=91).  These students may have participated in an 
intervention program once, twice, three times or all four times.  A total 
of 846 students across this four-year period were allocated to the 
treatment or control groups: Year 7 (n=162), Year 8 (n=332), Year 9 
(n=169), Year 10 (n=183).  These students may have been in the control 
group once, twice, three times or all four times.   
Table 23 details the total number of student participants (n=1335) 
at T1 (pre-intervention) and T2 (post-intervention) at each Year level.   
  
Total participants in each intervention at T1 and T2 
 T1 T2 Total  
Participants 
Remaining 
1.  Year 7 - Online Tutor 452 393 379 
2.  Year 8 - Peer Mentoring 408 380 380 
3.  Year 9 - Deakin Two-day Camp 359 302 302 
4.  Year 10 - University Experience Day 300 274 274 
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Table 24 details the total number of participants who remained in 
this study, divided into those who participated in an intervention and 
those who did not. 
  
Treatment and control groups across in each year 
 2013 (n=379) 2014 (n=380) 2015 (n=302) 2016 (n=274) 
School Int.   Cont.   Int.   Cont.   Int.   Cont.   Int.   Cont.   
1 19 6 2 20 7 7 7 9 
2 20 18 6 25 23 1 18 3 
3 76 64 14 137 29 87 45 74 
4 23 23 3 44 29 8 0 27 
5 9 4 1 12 9 4 0 10 
6 42 38 11 75 20 58 3 53 
7 27 10 11 19 16 4 18 7 
Total 217 162 48 332 133 169 91 183 
 
High School Intervention Programs 
Four high school partnership intervention programs were 
examined in this four-year longitudinal study.  These intervention 
programs were as follows:   
Online Tutor Intervention.   The online tutor intervention was 
designed for Year 7 students to improve literacy and numeracy via an 
online homework support service.  See Chapter 4: Survey Development 
for details of this intervention program. 
Peer Mentoring Program.  The peer mentoring program was 
designed for Year 8 students and aimed to increase their aspirations to 
go to university.  This program gave students the opportunity to have 
meetings with a third year student.  Mentors met with a small group of 
students at the high school (i.e., 2-3 students per mentor).  Mentors 
underwent training, that focused on discussion points such as university 
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culture, support services, study skills and problem solving.  The peer 
mentoring program aimed to encourage academic achievement and 
create a sense of self-confidence, thus breaking down the barriers a high 
school student may face and encouraging them to think of university 
study as a viable future option.  Mentors discussed their own academic 
experiences and their personal journey into university, and also discussed 
the university resources, culture, support services and all the things the 
university had to offer.  Students were encouraged to consider their post-
school learning and employment pathways.  It was intended for mentors 
to meet with their mentee four times in the year (once per term) for 
approximately one hour each time.  However, school year level 
coordinators subsequently reported that the mentors did not come as 
often as they were expected to, due to unknown reasons.    
University Two-Day Camp.   This university camp was a one 
night sleepover (two days of activities) at a university campus and was 
designed for Year 9 students.  This program was promoted by the school 
to the students and their parents.  Participating students slept in the 
university residence townhouses adjacent to the university campus for 
one night.  This camp was fully catered for.  Themed activities 
encouraged students to explore the university space and activities were 
based on themes chosen by the school.  Fun and engaging activities were 
created to increase student interest in coming to university.  This included 
making a short film on campus and screening it in a lecture theatre or 
participating in a staged kidnapping where students had to find out who 
the kidnapper was.  Students participated in tutorials and lectures that 
focused on popular areas of interest, such as health, nursing, paramedics, 
exercise (personal trainers), physiotherapy and dieticians.  This camp 
introduced students to the tertiary environment, learning and teaching 
spaces, student residences, student support services and the campus 
amenities.  This camp was delivered by university staff and student 
ambassadors.   
University Experience Day.   This university experience day 
was designed for Year 10 students and focused on discipline specific 
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workshops that expanded across all the university faculties.  Interactive 
workshops, seminars and lectures were designed to engage students in a 
diverse range of interests such as law, drama, creative writing, exercise 
sport science, IT/robotics, criminology, virtual reality and TV studio.  
These were highly interactive and focused on encouraging students to 
really think about their future educational and career possibilities.  This 
experience day introduced students to the tertiary environment, learning 
and teaching spaces, possibilities for future study and career options, 
university student support services, and campus amenities.  This program 
was delivered by university staff and student ambassadors.   
Measures 
Predictors of Student Educational Aspiration Survey was used in 
this study.  Chapter 4: Survey Development provides a detailed 
discussion of this measure.  The six student characteristic - educational 
engagement, educational self-efficacy, achievement goal setting, 
perceptions of school quality, school friendships, and life satisfaction - 
did not change in Year 8, 9 or 10 of this study.  There were, however, 
minor wording alterations on the survey used in Year 7.  Refer to Chapter 
4: Survey Development for a detailed discussion of the student 
characteristics.  Additionally, refer to Appendix A for details of these 
changes. 
The measurement of educational aspiration in this longitudinal 
study varied across the four year levels.  In Year 7, educational aspiration 
was measured using a single item.  Participants were asked to ‘Please 
indicate what your main reasons are for being at school’. Response 
options were Year 10; Year 12; To be eligible for the uni degree I want.  
This item was a check item response with students indicating agreement 
by ticking the accompanying checkbox.  Scoring of this item was either 
0 (no response) and 1(ticked response). Details of this item can be found 
in Appendix C. 
 In Year 8, the aspiration scale was modified.  This item asked 
participants ‘At what level do you hope to complete your education?’  
Ratings for this scale ranged from As soon as possible; After finishing 
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Year 10; After finishing Year 12; and After finishing university.  This 
item was a check item response, with students indicating agreement by 
ticking the accompanying checkbox.  Scoring of this item was either 0 
(no response) and 1(ticked response). Details of this item can be found 
in Appendix C. 
In Year 9 and 10 the aspiration scale remained the same.  This 
item asked participants ‘At what level do you hope to complete your 
education?’  Ratings for this scale ranged from As soon as possible; After 
finishing Year 10; After finishing Year 12; and After finishing university.  
This item was a check item response, with students indicating agreement 
by ticking the accompanying checkbox.  Scoring of this item was either 
0 (no response) and 1 (ticked response). Details of this item can be found 
in Appendix C. 
An additional aspiration item was included in Year 9 (T2) and 
Year 10.  Participants were asked ‘How much do you want to go to 
university when you finish high school?’  Ratings for this scale were on 
a 10-point scale ranging from 0) definitely don’t want to go to university; 
5) maybe want to go to university; 10) definitely do want to go to 
university.  Refer to Appendix A for details of this university aspiration 
scale.   
Data Analytic Approach 
To assess the longitudinal dynamics of the each scale, multilevel 
modelling was run for each of the scales (i.e., educational aspiration, 
educational engagement, educational self-efficacy, achievement goal 
setting, perceptions of school quality, school friendships and life 
satisfaction).  To assess the differences in effectiveness of the 
interventions and examine of the differences in effect size between the 
treatment and control groups, for the four different interventions at each 
year level, Cohen’s d was used. This effect size was based on the mean 
pre-post changes in the treatment group minus the mean pre-post change 
in the control group, divided by the pooled standard deviation across pre-
test standard deviation (Dunlap et al., 1996).   




Details of the differences in scale scores between the treatment 
and control group for the interventions at each year level are presented 
in Tables 24, 25, 26, 27, 28, 29, 30 and 31.  This is followed by Table 32, 
which presents a comparison of the differences in intervention effect 
between the treatment and control group for all four interventions.  The 
differences are represented as Cohen’s d being the intervention effect, 
and the significance of this difference is represented by the p-value.   
Table 25 details the differences in scale scores between the 
treatment and control group for the Year 7 Online Tutor intervention.  
Table 26 details the difference between the treatment and control group.  
Cohen’s d represents the intervention effect and p represents the 
significance of the effect.   
  
Differences in scale scores between the treatment and control group 
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 
2.53 .81 2.46 .88 2.48 .82 2.44 .80 
Educational 
Engagement  
29.42 4.41 29.00 4.05 28.02 4.38 28.52 4.77 
Goal Setting 25.24 5.82 26.17 5.81 24.36 5.98 25.46 7.07 
Perceptions 
School Quality 
23.94 3.12 23.76 3.34 23.00 3.46 22.95 3.83 
Educational Self- 
efficacy 
57.60 9.63 56.96 10.31 55.72 10.81 54.75 12.83 
School  
Friendships 
23.94 3.12 16.47 2.47 23.00 3.46 16.25 3.29 
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Difference in Cohen’s d between the treatment and control group 
 Interventio
n 
Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration -0.  06 -0.  02 -0.  04 .794 
Educational Engagement  -0.  32 -0.  11 -0.  21 .131 
Goal Setting -0.  15 -0.  11 -0.  04 .866 
Perceptions School Quality -0.  29 -0.  23 -0.  06 .763 
Educational Self -efficacy -0.  18 -0.  19 0.  01 .780 
School Friendships -0.  29 -0.  08 -0.  21 .541 
Life Satisfaction -0.  11 -0.  08 -0.  03 .856 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction.   
 
Table 27 details the differences in scale scores between the 
treatment and control group for the Year 8 Peer Mentoring intervention.  
Table 28 details the difference between the treatment and control group.  
Cohen’s d represents the intervention effect and p represents the 
significance of the effect.   
  
Scale scores between the treatment and control group  
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 
2.60 0.58 2.64 0.74 2.58 0.78 2.72 0.62 
Educational 
Engagement  
25.71 4.32 25.31 3.70 24.21 4.55 24.75 3.72 
Goal Setting 12.53 4.10 12.16 3.96 11.59 4.66 11.22 3.86 
Perceptions School 
Quality 
16.13 2.25 16.20 2.34 15.13 3.04 15.72 2.71 
Educational Self -
efficacy 
33.26 5.21 33.03 6.35 30.66 7.94 31.73 7.83 
School Friendships 17.33 2.94 16.88 3.27 17.12 3.41 16.81 3.28 
Life Satisfaction 78.17 19.11 78.24 14.07 71.04 19.25 74.70 15.72 
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Difference in Cohen’s d between the treatment and control group 
 Intervention Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration -0.  03 0.  12 -0.  15 0.312 
Educational Engagement  -0.  37 -0.  15 -0.  22 0.147 
Goal Setting -0.  21 -0.  24 0.  03 0.997 
Perceptions School Quality -0.  37 -0.  19 -0.  18 0.210 
Educational Self -efficacy -0.  39 -0.  18 -0.  20 0.155 
School Friendships -0.  07 -0.  02 -0.  04 0.784 
Life Satisfaction -0.  37 -0.  24 -0.  13 0.065 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction.   
 
Table 29 details the differences in scale scores between the 
treatment and control group for the Year 9 University Camp Intervention.  
Table 30 details the difference between the treatment and control group.  
Cohen’s d represents the intervention effect and p represents the 
significance of the effect.   
  
Scale scores between the treatment and control group  
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 2.65 0.69 2.69 0.70 2.69 0.66 2.68 0.70 
Educational 
Engagement  24.43 3.73 25.03 4.11 24.37 3.77 24.50 4.34 
Goal Setting 10.77 3.82 12.34 4.54 10.37 3.48 12.08 4.57 
Perceptions School 
Quality 15.70 2.65 15.73 2.35 15.37 2.49 15.37 2.71 
Educational Self -
efficacy 31.59 6.72 31.20 7.79 30.78 6.91 31.86 7.77 
School Friendships 17.05 3.72 17.09 2.99 16.55 3.68 16.96 2.85 
Life Satisfaction 73.35 13.88 77.03 16.30 71.95 15.46 76.84 17.12 
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Difference in Cohen’s d between the treatment and control group 
 Intervention Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration 0.059 -0.014 0.074 0.439 
Educational Engagement  -0.016 -0.125 0.109 0.287 
Goal Setting -0.109 -0.057 -0.052 0.771 
Perceptions School Quality -0.128 -0.142 0.014 0.916 
Educational Self -efficacy -0.119 0.085 -0.204 0.054 
School Friendships -0.135 -0.045 -0.091 0.313 
Life Satisfaction -0.095 -0.011 -0.084 0.358 
Effect Size: 0.20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction.   
 
Table 31 details the differences in scale scores between the 
treatment and control group for the Year 10 University Experience Day 
intervention.  Table 32 details the difference between the treatment and 
control group.  Cohen’s d represents the intervention effect, p represents 
the significance of the effect.   
  
Differences in scale scores between the treatment and control group  
 Intervention Control Intervention Control 
 T1 T1 T2 T2 
SCALE M SD M SD M SD M SD 
Educational 
Aspiration 2.72 0.52 2.71 0.64 2.73 0.48 2.76 0.55 
Educational 
Engagement  25.27 4.47 24.26 3.97 24.18 4.32 24.01 3.69 
Goal Setting 12.72 4.10 11.78 4.01 12.17 4.61 11.71 4.50 
Perceptions 
School Quality 15.83 3.01 15.02 2.82 15.46 2.81 15.14 2.54 
Educational Self 
-efficacy 32.23 6.76 31.38 7.02 31.99 5.56 31.48 6.90 
School 
Friendships 17.33 3.46 16.73 3.44 17.14 3.10 17.31 3.37 
Life Satisfaction 76.72 16.32 75.90 15.58 77.48 13.32 75.68 17.25 
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Difference in Cohen’s d between the treatment and control group 
 Intervention Control   
SCALE Cohen’s d Cohen’s d Difference p 
Educational Aspiration 0.02 0.08 -0.06 0.564 
Educational Engagement  0.25 -0.07 0.31 0.119 
Goal Setting -0.13 -0.02 -0.11 0.442 
Perceptions School Quality 0.13 0.04 0.08 0.137 
Educational Self -efficacy -0.04 0.01 -0.05 0.702 
School Friendships -0.06 0.17 -0.23 0.073 
Life Satisfaction -0.05 -0.01 -0.04 0.594 
Effect Size: 0. 20 (Small); 0.50 (Medium); 0.80 (Large); p-values 
corresponds to the group by time interaction.   
Table 33 presents a comparison of the differences in intervention 
effect, between the treatment and control group, for all four intervention.  
The differences are represented as Cohen’s d; being the intervention 
effect and the significance of this difference is represented by the p-value.   
  
Comparison of the difference between pre-post intervention and control 
effects 
 1 2 3 4 
Diff.  between groups d p d p d p d p 
Educational 
Aspiration -0.04 .794 -0.15 .312 0.07 0.439 -0.06 0.564 
Educational 
Engagement  -0.21 .131 -0.22 .147 0.11 0.287 0.31 0.119 
Goal setting -0.04 .866 0.03 .997 -0.05 0.771 -0.11 0.442 
Perceptions School 
Quality -0.06 .763 -0.18 .210 0.01 0.916 0.08 0.137 
Educational Self-
efficacy 0.01 .780 -0.20 .155 -0.20 0.054 -0.05 0.702 
School Friendships -0.21 .541 -0.04 .784 -0.09 0.313 -0.23 0.073 
Life Satisfaction -0.03 .856 -0.13 .065 -0.08 0.358 -0.04 0.594 
*The mean difference is significant at p<.05.Effect Size: 0.20 (Small); 0.50 (Medium); 
0.80 (Large); p-values corresponds to the group by time interaction.  Note.  1 = Year 7 
- Online tutor Intervention; 2 = Year 8 – Academic enrichment intervention; 3 = Year 9 
– Deakin University Camp; 4 = Year 10 – University experience day. 
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The first hypothesis stated that students who participated in the 
intervention, whether it the online tutor help, peer mentoring program, 
university camp or university experience day, would have increased 
aspirations to attend university.  This hypothesis was not supported.  
When comparing the treatment and control groups in each intervention, 
the effect of the intervention on student aspirations at each year level was 
negligible to small.  Year 10 students who participated in the university 
camp did, however, report a small increase in their educational 
aspirations when compared with the other three interventions; however 
this increase was not significant.  In addition, educational engagement, 
perceptions of school quality, and life satisfaction all reported a small 
intervention effect, with educational self-efficacy reporting a small to 
medium effect, the highest intervention effect when comparing all the 
interventions.  This may be the result of students being in Year 10 and 
recognising that they are approaching the end of their schooling and 
feeling confident in their ability to attend university after they graduate.  
None of the reported differences in effect size, between the treatment and 
control groups, however, were significant.  The second hypothesis stated 
that students who participated in the intervention, whether it be online 
tutor help, peer mentoring program, university camp or university 
experience day, would have increased engagement, goal setting, school 
quality, self-efficacy, school friendships, and life satisfaction in 
comparison to the control group.  This hypothesis was not supported.  
There were no increases in these scales for the intervention group, when 
compared with the control group.   
Longitudinal Analyses 
Given that the interventions had a minimal effect on student 
educational aspirations and related variables, longitudinal analyses 
provided general insights into the nature of change over early to middle 
high school.  The group level trajectory of change across time is 
represented as empirical plots in Figure 5.  The general patterns show a 
gradual decrease in student characteristics across time.  Additionally, 
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there is a general pattern on several scales of slight increases across Years 
9 and 10. 
 
 Empirical growth plot representing trajectory of group change 
across time for the seven scales examined   
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Multilevel model parameter estimates of linear and quadratic effects of 
year level predicting student outcomes table 
Parameter 1 2 3 4 5 6 7 
        
Fixed Effects        
Intercept 2.67 26.38 13.50 16.40 32.56 18.14 80.32 
B - Time 
(Linear) 
-0.07 -2.05 -1.80 -0.73 -1.63 -1.54 -5.47 
Time 
(Quadratic) 
0.02 0.32 0.33 0.09* 0.30 0.33 1.12 
Random Effects        
SD Intercept 0.52 3.01 3.00 1.50 4.95 2.09 11.68 
SD Residual  0.36 2.90 3.14 2.03 5.31 2.59 11.43 
*t-test < 2 is a statistically significant rate of change at p<.05 
Note.1 = educational aspiration; 2 = educational engagement; 3 = goal 
setting assessment; 4 = perceptions of school quality; 5 = self-efficacy; 
6 = school friendships; 7 = life satisfaction.   
 
In order to examine the differences in the trajectories of students 
as they progress through high school from Year 7 to Year 10, multilevel 
modelling was run for each of the scales (i.e., educational aspiration, 
educational engagement, educational self-efficacy, achievement goal 
setting, perceptions of school quality, school friendships and life 
satisfaction).  Within group change is represented in the empirical growth 
plots and the trajectories of the slopes in each panel - educational 
aspiration, educational engagement, achievement goal setting, 
perceptions of school quality, educational self-efficacy, school 
friendships and life satisfaction - depicts the average observed rate of 
change across time.   
Because the quadratic model improved model fit over the linear 
model, both linear and quadratic growth curve parameters were retained, 
as it was indicated that the curvature trajectories fit the data better.  
Multilevel modelling revealed a significant linear decreases across time 
for educational aspiration (β = -0.07, SE = 0.12, t = -0.574, p<2) and a 
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significant quadratic effect that was positive (β = 0.02, SE = 0.13, t = 
0.714, p<2) showed that the rate of growth increased over time.  The 
mean estimated initial status and linear growth rate for the sample were 
2.67 and -.07 respectively.  This suggests that the mean educational 
aspiration indicator was 2.67 and decreased with time.  The general 
pattern of this trajectory across the four years indicated that educational 
aspiration decreased over time 
A non-significant linear decreases across time was found for 
educational engagement (β = -2.05, SE = 0.31, t = -6.63, p>2) and a non-
significant quadratic effect that was positive (β = 0.32, SE = 0.10, t = 
3.31, p>2) showed that the rate of growth increased over time.  The mean 
estimated initial status and linear growth rate for the sample were -2.05 
and 26.38 respectively.  This suggests that the mean educational 
engagement indicator was -2.05 and decreased with time.  The general 
pattern of this trajectory across the four years indicated that educational 
engagement decreased over time. 
A non-significant linear decreases across time was found for goal 
setting assessment (β = -1.79, SE = 0.33, t = -5.41, p>2) and a non-
significant quadratic effect that was positive (β = 0.33, SE = 0.11, t = 
3.13, p>2) showed that the rate of growth increased over time.  The mean 
estimated initial status and linear growth rate for the sample were -1.79 
and 13.49 linear respectively.  This suggested that the mean goal setting 
assessment indicator was -1.79 and decreased with time.  The general 
pattern of this trajectory across the four years indicated that goal setting 
decreased over time. 
A non-significant linear decreases across time was found for 
perceptions of school quality (β = -0.73, SE = 0.17, t = -4.36, p>2) and a 
non-significant quadratic effect that was positive (β = 0.33, SE = 0.11, t 
= 3.13, p>2) showed that the rate of growth increased over time.  The 
mean estimated initial status and linear growth rate for the sample were 
-0.73 and 16.39 respectively.  This suggested that the mean perceptions 
of school quality indicator was -0.73 and decreased with time.  The 
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general pattern of this trajectory across the four years indicated that 
perceptions of school quality decreased over time. 
A non-significant linear decreases across time was found for 
educational self-efficacy (β = -1.63, SE = 0.17, t = -4.36, p>2) and a non-
significant quadratic effect that was positive (β = 0.3, SE = 0.43, t = -
3.77, p>2) showed that the rate of growth decreased over time.  The mean 
estimated initial status and linear growth rate for the sample were –1.63 
and 32.56 respectively.  This suggested that the mean educational self-
efficacy indicator was -1.63 and decreased with time.  The general 
pattern of this trajectory across the four years indicated that self-efficacy 
decreased over time. 
A non-significant linear decreases across time was found for 
school friendships (β = -1.54, SE = 0.23, t= -6.58, p>2) and a non-
significant quadratic effect that was positive (β = 0.33, SE = 0.07, t= 4.45, 
p>2) showed that the rate of growth increased over time.  The mean 
estimated initial status and linear growth rate for the sample were –1.54 
and 18.14 respectively.  This suggests that the mean school friendships 
indicator was -1.54 and decreased with time.  The general pattern of this 
trajectory across the four years indicated that school friendships 
decreased over time. 
A non-significant linear decreases across time was found for life 
satisfaction (β = -5.47, SE = 0.96, t= -5.71, p>2) and a non-significant 
quadratic effect that was positive (β = 0.33, SE = 0.07, t= 4.45, p>2) 
showed that the rate of growth increased over time.  The mean estimated 
initial status and linear growth rate for the sample were -5.47 and 80.32 
respectively.  This suggests that the mean life satisfaction indicator was 
-5.47 and decreased with time.  The general pattern of this trajectory 
across the four years indicated that life satisfaction decreased over time. 
In summary, the linear mixed model indicated that all scales 
decrease over time (the linear regression is represented as a negative 
equation) and the rate of decline slowed over time (represented as a 
positive quadratic equation).  This is also evident when observing the 
empirical growth plots, which highlight the trajectory of change over 
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time for educational aspiration and the six core predictors of educational 
aspiration.   
The aim of this study was to examine changes in student 
educational aspiration, in addition to understanding the educational 
trajectories in the six student characteristics predictive of educational 
aspirations, as students progressed through high school.  As can be seen 
from the multilevel model table, each scale shows an average observed 
trajectory across time that is similar in slope and scatter, with each scale 
decreasing over time.  A common pattern across the trajectories is that 
all the scales were higher at the beginning of Year 7 in comparison to the 
following three years, where they all decreased.  The reason for this may 
be because student had just entered high school and were enthusiastic 
about the future.  The scores, however, did decrease as students 
progressed through high school, which may be indicative of students 
becoming more realistic over time.  In addition, the beginning of each 
year generally showed increases in each scale compared with the end of 
the year.  This is particularly evident with goal setting assessment, which 
was highest at the beginning of each year but had dropping by the end of 
the year.  This may have been the result of students feeling more 
enthusiastic at the beginning of each year, when they had just returned 
from a long summer break.  They have come back to school in a higher 
year level with a set idea of what they would like to achieve that year.  
Unfortunately, these scores decreased by the end of each year and this 
may have been because students felt tired after a long year, or maybe 
they were disenchanted with the year they had, or possibly they no longer 
wanted to achieve the goals they had initially set.  Increased scores were 
also more evident between T1 and T2 in Year 10.  This was evident in 
aspiration, engagement, school friendships and life satisfaction.  Possibly, 
students at this time realise they are approaching an end in their schooling 
and these increased scores are reflective of this.  Between Years 9-10 
there was a greater decrease in scores, evident in engagement, goal 
setting, school friendships, and life satisfaction, which dipped to their 
lowest points between these years.  In addition, in Year 9, from the 
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beginning of the year to the end of the year, declines were more evident 
for engagement, goal setting, school quality, school friendships, and life 
satisfaction.   
Discussion 
This chapter evaluated the effectiveness of four intervention 
programs designed to increase student educational aspirations to finish 
high school and attend university.  It sought to examine change over time 
in relation to the longitudinal effectiveness of the four intervention 
programs designed to increase student educational aspiration.  In 
addition, this study sought to understand the cumulative effect of 
university-high school partnership intervention programs on high school 
student aspirations.  How student characteristics related to student 
aspirations changed across high school, from Years 7 to Year 10, were 
also examined.  Core findings were as follows.  First, the interventions 
had a minimal effect on student educational aspirations.  Second, there 
was no cumulative intervention effects on student educational aspiration.  
Third, student characteristics (i.e., educational engagement, achievement 
goal setting, perceptions of school quality, educational self-efficacy, 
school friendships and life satisfaction) tended to decrease as students 
progressed through high school from Year 7 to Year 10.   
Interventions 
There are several reasons why the interventions may not be 
effective.  One possible reason for the absence of a cumulative 
intervention effect may be because clarity regarding the randomisation 
of groups was indistinct.  Although students were in part randomly 
allocated to a treatment and control group, the decision on who to 
allocate was ultimately made by the year level coordinators and 
classroom teachers.  Students were at times placed in the intervention 
groups based on perceived need and benefit.  An additional reason may 
be the exposure the students had to the interventions, which was 
generally limited.  In particular, the Year 7 online tutor was only accessed 
at home when the students required extra help, the Year 8 peer mentoring 
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was sporadic and the Year 10, experience day was a one-off, event 
offered only once in the year.   
The four interventions that were offered across a four-year period 
were different in content, duration and delivery.   Making comparisons 
about the effectiveness between the interventions is therefore difficult.  
As discussed previously, the Year 7 online tutorial help service was an 
online homework support service offered to students if they required 
additional help at home with their school work.  This intervention had a 
negligible impact on student educational aspirations. Refer to Chapter 4: 
Survey Development for a detailed discussion of this intervention.   
The peer mentoring program was offered to Year 8 students.  This 
mentoring intervention was designed to encourage high school students 
to consider university as a viable future option.  Mentors were advised to 
discuss their own academic success as well as the university resources, 
university culture and student support services.  It was found that this 
intervention did not have an effect on student aspiration to complete high 
school and attend university.  A possibly reason for this result is mentor 
unreliability.  It was intended for mentors to meet with high school 
students four times a year (once per term) for one hour; however teacher 
reports maintain tutors did not show up as often as they should have and 
in some cases did not show up at all.  This lack of reliability and 
consistency no doubt impacted high school students’ opinions regarding 
university education, while also failing to give high school students an 
understanding of university study.  Peer mentoring programs have, 
however, been found to be effective.  As reported by Klima et al. (2009), 
peer mentoring was found to have a positive effect on high school 
attrition.  This is consistent with (Cuthill & Jansen, 2013), who found 
that mentors had a positive impact on high school students’ decision to 
pursue higher education.  One-on-one peer mentoring is reported by 
(Lamb et al., 2004) as producing the most beneficial effects for a students.  
Examples of mentoring programs are discussed by Lamb, and it is 
reported that the success of these programs have seen them utilised in 
hundreds of schools, accessing tens of thousands of students.   
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The two-day university camp was offered to Year 9 students.  
This camp was designed to encourage students to explore the university 
campus and involved a one night sleepover at a university campus.  This 
program aimed to encourage high school students to explore the 
university space and introduced them to the university learning 
environment, teaching spaces, residences and support services.  It was 
found that this intervention did not have an effect on student aspiration 
to complete high school and attend university.  These findings are 
inconsistent with previous research.  Intervention programs such as these 
orientation programs have been evaluated as having positive effects 
(James et al., 2008; Penman & Oliver, 2011).  Research confirms the 
importance of social and academic integration.  See for example 
Ackerman and Schibrowsky (2007), Allen (2007), Bean (1981) and 
McQueen (2009) of which these intervention were intended to promote.  
Possible reasons for these results may be that the themes chosen for this 
camp were not appealing to the student.  Additionally, as with the 
previous years, there may have been the lack of clarity regarding the 
randomisation of groups.  Year level coordinators and classroom 
teachers placed students in the intervention groups where they thought 
the needs of the student would be greatest.  As such, the results may have 
been representative of those students who were less engaged to begin 
with.   
The university experience day was offered to Year 10 students.  
This intervention was the final intervention examined in this study.  This 
intervention was a full day on a university campus and focused on 
discipline specific workshops expanding across all the university 
faculties.  This experience day introduced students to the tertiary 
environment, learning and teaching spaces, and possibilities for future 
study and career options.  It was found that this intervention did not have 
a significant effect on student aspiration to complete high school and 
attend university. There were, however, slight increases in educational 
aspiration, however they were not significant.  This may have been 
because the students recognised that they were approaching the end of 
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their schooling and so felt confident in their ability to attend university 
after they graduate.  Further, the content of this experience day may not 
have been well targeted towards the topics of interest to the students.  
These findings are inconsistent with research which demonstrates that 
social interventions such as these orientation programs have a positive 
impact on student educational aspirations.  For example Ackerman and 
Schibrowsky (2007), Allen (2007), Bean (1981), James et al. (2008), 
McQueen (2009) and Penman and Oliver (2011).  Furthermore, this 
intervention was the fourth intervention the students participated in.  
Although not all these students participated in all four interventions, they 
may have participated in several, and possibly the cumulative effects of 
two, three or four interventions programs from Year 7 to Year 10 had a 
slight effect on their aspirations to attend university. 
Longitudinal Changes  
Longitudinal analyses of this cohort of students from Year 7 to 
Year 10 provided general insights into the nature of change across early 
to middle high school. When making comparisons between Year 7 and 
Year 10, generally student characteristics at Year 7 were higher 
compared with Year 10.  Also Year 7 to Year 8 generally found the 
sharpest declines.  This is consistent with research Eccles et al. (1984), 
that noted declining developmental patterns from primary school through 
high school.  Additionally, Year 7 to Year 8 students also reported less 
fluctuation in scores, remaining steadier, compared with Year 9 to 10, 
which were generally found to increase more, in addition to having 
sharper increases and declines.   Educational aspirations decreased very 
slightly from Year 7 to Year 10.  These findings are consistent with 
Gutman and Akerman (2008), who concluded that aspirations decline as 
student get older.  In contrast however, Shapka et al. (2012) found 
considerable fluctuations in student educational aspirations over time, 
from early to late high school.  Aspirational decreases are also supported 
by Kao and Tienda (1998), who found that younger students have higher 
aspirations in the early years of their schooling because they are more 
idealistic, whereas older students’ aspirations are more concrete and 
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realistic.  Nitardy et al. (2015), however, reported that aspirations 
increased over time.   
The group level trajectory of change across time was represented 
as empirical plots. These found a decrease in educational aspiration, in 
addition to decreases in all the scales predictive of educational aspiration 
across the four-year period.  These results are consistent with previous 
research.  Diminishing school engagement, as discussed by Alexander et 
al. (1997), Ensminger et al. (1996), and Finn (1989), is a developmental 
process that happens gradually as student progress through school.  As 
discussed by Newman et al. (2007), high school transition is a disruptive 
period with academic challenges and increased demands.  Numerous 
studies find that transitioning through high school is associated with 
achievement declines, lower sense of school belonging, and lower 
aspirations (Akos & Galassi, 2004; Barber & Olsen, 2004; Benner & 
Graham, 2007; Ding, 2008; Gifford & Dean, 1990; Newman et al., 2007; 
Reyes et al., 2000; Roderick, 2003; Seidman et al., 1996; Weiss & 
Bearman, 2007).  These general decreases in scores may be the result of 
students losing interest in school.  Benner and Graham (2007) found that 
there was an increased likelihood of liking school immediately following 
the student’s transition to high school; however, this declined after 
students entered Year 9.  Additionally, Roderick (1993) found that 
achievement and attendance declined with dramatic increases in school 
dropouts, which occurred two years after entering high school.   
Educational Aspirations.  The longitudinal trajectory of 
educational aspiration in this study reported the most stable trajectory 
across time.  The rate of change across the four year period was minimal; 
however, a very small decrease was evident at the beginning of Year 10.  
This is consistent with Kiang et al. (2015), in a longitudinal study of 
adolescents.  They found that at a group level, aspirations remained 
relatively stable across high school.  An interesting point to consider 
regarding the stability of aspirations in high school is that students with 
low aspirations may have already withdrawn. As such, the level of 
change may be representative of those remaining students who have 
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stable aspirations.  These findings are in contrast to Shapka et al. (2012), 
who found considerable variation in the levels of educational aspiration 
from early high school to late high school, which were representative of 
a U-shaped curve.  Kao and Tienda (1998) measured aspirations 
throughout high school and found that educational aspirations declined 
between eighth and tenth grade.  However, Nitardy et al. (2015)   reported 
contradictory results, finding that overall the academic aspirations of 
adolescents increased over time.  It is evident that further research is 
needed to better understand how educational aspirations change across 
time in a high school cohort.   
Educational Engagement.  This scale reported decreased 
student engagement over time; dropping to its lowest level at the 
beginning of Year 10, then increased slightly towards the end of Year 10.  
This is inconsistent with findings from Janosz, Archambault, Morizot, 
and Pagani (2008), in a study of 13,300 students from ages 12-16.  They 
found that student engagement tended to be stable for many students over 
the course of adolescence.  However, Marks (2000) and Steinberg, 
Brown, and Dornbusch (1996) found considerable declines in adolescent 
student engagement, particularly by the time students had reached the 
later years of high school.  Although there is an overall decline in 
engagement across school years, as noted by Wigfield, Eccles, Schiefele, 
Roeser, and Davis-Kean (2006), research reported a high level of 
individual stability; children’s levels of engagement at the beginning of 
a school year was highly correlated with their levels of engagement at 
the end of the school year (Skinner & Belmont, 1993) and engagement 
in primary school was highly correlated with engagement in middle 
school (Gottfried, Marcoulides, Gottfried, Oliver, & Guerin, 2007) and 
high school (Marks, 2000).   
Achievement Goal setting.  The Achievement Goal Setting scale 
followed a distinctive pattern of increased and decreased trajectories.  At 
the beginning of each year, goal setting was at its highest, and it 
decreased towards the end of each year.  Generally however, goal setting 
decreased gradually across the four-year period.  These findings are 
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consistent with Maehr and Zusho (2009) in The Handbook of Motivation 
at School, Covington (2000) in a review of Goal Theory Motivation and 
School Achievement.  They conclude that goals are changeable across 
high school.  A lack of motivation to achieve and a student’s goals are 
further considered by Graham (1994) and Graham, Taylor, and Hudley 
(1998) as stemming from students having different goal objectives and 
values as they progress through high school.   
School Quality.  The trajectory of this scale decreased steadily 
across the four-year period from Year 7 to Year 10.  It was at its highest 
at the beginning of Year 7 and Year 8; however across Years 9 and 10 it 
showed a decline.  This is consistent with Way et al. (2007) in a study of 
1451 early adolescents students.  They report that perceptions of school 
quality school declined across middle school.   
Self-efficacy.  The trajectory of this scale showed that it was at 
its highest at the beginning of Year 7 and Year 8, but decreased towards 
the end of the Year 10.  There were, however, variations across the years.  
In Year 9, self-efficacy was at its lowest point and rose slightly towards 
the end of Year 10.  This is consistent with studies by Lee and Klein 
(2002), Bandura, Barbaranelli, et al. (2001) and Ouweneel et al. (2013), 
who reported self-efficacy as variable over time.  As discussed by Lee 
and Klein, self-efficacy is a task-specific changeable state and can be 
expected to fluctuate over time as new information and experiences are 
acquired.  This is also consistent with Ouweneel and Schaufeli, who 
found that student self-efficacy could be manipulated in relation to task 
engagement and task performance.   
School Friendships.  School friendships changed slightly 
throughout the four years examined and were at their highest at the 
beginning of Year 7 and again towards the end of Year 10.  They 
decreased in Year 8, fluctuated across Years 8-9, and increased slightly 
towards the end of year 10.  This is inconsistent with previous studies 
(e.g Değirmencioğlu, 1998).  They found that school friendships 
remained stable over the school year, with many adolescents retaining 
their patterns of connections, which became more stable over time.  This 
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is further confirmed in a review by Parker and Asher (1987) on peer 
relations, which reports on the stability of relationships, peer acceptance 
and academic achievement over time.   
Life Satisfaction.   The trajectory of the Life Satisfaction started 
off at its highest in Year 7 and decreased gradually throughout each 
subsequent year.  The lowest point of life satisfaction was at the end of 
Year 9.  It did, however, increase again towards the end of Year 10.  This 
finding is consistent with Casas, Malo, Bataller, González, and Figuer 
(2009), who report declining wellbeing between the ages of 12 to 16 
years.  Additionally, Tomyn and Cummins (2011) found age-related 
declines in student life satisfaction within a population of students aged 
from 12 to 20 years old.   
Limitations 
There were several limitations to this study when examining the 
effects of the interventions at each year level.  These are discussed in 
Chapter 5: Interventions, which details a series of three studies 
examining the effectiveness of alternative intervention programs.  
Briefly, the predictor variables on the Predictors of Student Aspiration 
Survey were too distal and not aligned with the interventions.  Primarily, 
the outcome variable of educational aspiration was not a robust measure.  
Moreover, clarity regarding randomised groups could improve future 
analysis.  Although students were randomly allocated to treatment and 
control groups, this decision was made by the year level coordinators and 
classroom teachers and at times students were allocated to join the 
intervention group based on the perceived benefits to the students.   
Conclusion 
This study broadened our knowledge and understanding of how 
student educational aspirations change across a four-year period in high 
school.  Furthermore, this study increased our understanding of the 
influence of the predictors of educational aspirations and how the 
trajectories of these variables alter across high school.  Running a 
longitudinal study that utilised treatment and control groups contributed 
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to our understanding of how university-high school partnership 
interventions impacted or, as was found, did not impact on a student’s 
educational trajectories across high school.   Additionally, this study 
contributed to our overall understanding of how student characteristics 
changed over time, decreasing as students progressed through high 
school.  This may have valuable implications when examining when best 
to engage students in their future studies.  As most of the scales showed 
that the greatest declines occurred between Year 7 to Year 9, targeted 
and robust interventions at this time in a student’s educational trajectory, 
may impact their overall future success, more so than interventions 
offered later in high school. Interventions programs offered before 
middle school are commonly recommended as a powerful strategy to 
prevent disengagement in later years and subsequent high school 
withdrawal (Hupfeld, 2007).  Further, Ramey and Ramey (1998), in a 
review of early intervention programs, suggests that weak efforts in early 
intervention are unlikely to succeed, whereas intensive, high quality 
interventions have an impact.   
It is therefore feasible to conclude that there were no intervention 
effects either because the duration of the intervention was too short, the 
intervention programs were poorly designed, or there was a weak school 
culture that did not fully promote student educational aspirations.  
Another reasonable conclusion may be that this low socioeconomic 
cohort of students, as indicated in extensive literature on educational 
aspirational, may not have had definitive aspirations to attend university 
in the first place. 
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This thesis had four aims.  The first aim was to design a 
measurement tool for high school student educational aspiration and the 
predictors of educational aspiration.  The second aim was to assess 
correlations between educational aspiration and various student 
characteristics predictive of educational aspiration (i.e., educational 
engagement, educational self-efficacy, achievement goal setting, 
perceptions of school quality, school friendships, and life satisfaction).  
The third aim was to assess the effectiveness of differing university-high 
school partnership intervention programs between treatment and control 
groups. The fourth aim was to measure how educational aspiration and 
student characteristics predictive of educational aspiration changed over 
time.  To achieve these aims, five studies were conducted.  
Study 1 (Aim 1 and 2) aimed to develop and refine a 
measurement tool to assess the associated factors related to student 
attrition, retention, and educational aspiration.  After scale refinement, 
six core scales were utilised on this questionnaire.  Empirical studies 
confirmed their relevance as important predictors of educational 
aspiration and educational success.  This study sought to examine the 
degree to which these scales predicted student educational aspirations to 
complete high school and attend university.  Scale development was 
based on extensive literature research.  Survey items were derived from 
key educational survey instruments, including the National Survey of 
Student Engagement (NSSE), Student Engagement Questionnaire (SEQ), 
Psychological Wellbeing Scale (PWB), and Personal Wellbeing Index 
(PWI). Inadequate test-retest stability and poor factors loadings resulted 
in the deletion of 15 items.  Additional scale refinement included 
wording modifications. Principal components analysis supported an 
eight factor structure comprising 42 items across six scales: educational 
engagement, achievement goal setting, perceptions of school quality, 
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educational self-efficacy, school friendships and life satisfaction. 
Correlational analysis indicated small to modest significant relationships 
between educational aspirations and these six scales. The relationship 
between educational engagement and goal setting, school quality and 
self-efficacy was noticeably stronger. Self-efficacy and life satisfaction 
had the strongest relationship. 
Study 2, 3 and 4 (Aim 3) assessed the effectiveness of three Year 
7 intervention programs designed to increase low socioeconomic high 
school students’ educational aspiration to complete school and attend 
university.  These interventions were (a) an online tutor intervention, (b) 
an academic enrichment workshop, and (c) a university experience day.  
It also sought to assess intercorrelations between these measures and to 
examine whether change over time differed between treatment and 
control groups.  Participants were assigned to treatment or control groups, 
with pre-post surveys administered. Analysis indicated that none of the 
interventions had an impact on educational aspiration.  Comparative 
analysis between treatment and control groups indicated the intervention 
effects were negligible to small. Correlations between educational 
aspiration and five of the six student characteristics were observed in 
Study 2 and Study 3 and all six of the student characteristics in Study 4.  
Further, it was found that educational engagement was strongly 
correlated with goal setting, school quality, and self-efficacy  
Study 5 (Aim 3) measured the impact of university-high school 
partnership intervention programs on student aspirations to finish high 
school and attend university.  This longitudinal study examined four 
intervention programs and the cumulative effects of these on one student 
cohort tracked over 4 years from Year 7 to Year 10.  The study also 
sought to examine how student characteristics (i.e., educational 
engagement, educational self-efficacy, achievement goal setting, 
perceptions of school quality, school friendships, and life satisfaction) 
changed over time.  Each year, participants were assigned to an 
intervention or control group, with pre-post surveys administered.  
Results showed student characteristics and aspiration levels declined as 
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students progressed through high school.  The greatest declines occurred 
at the start of high school and tended to plateau around Year 8 and 9, 
with small increases in Year 10.  Generally, the interventions did not 
influence student characteristics and there was no evidence of the 
cumulative effects of these interventions.    
Several hypotheses were proposed for each study.  Table 35 sets 
out each hypothesis for each study and indicates whether these 
hypotheses were supported.  In summary, three hypotheses were 
supported; the majority were not.   
  
Proposed hypotheses and conclusion for Study 1, 2, 3, 4 and 5 
 
The three chapters prior to this one each discussed specific 
findings on (a) the measurement of student educational aspirations and 
student characteristics predictive of educational aspiration, (b) the 
effectiveness of university-high school partnership intervention 
programs on increasing student educational aspirations and (c) the 
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cumulative impact of intervention programs on student educational 
aspiration.  While it is not the purpose of this general discussion to repeat 
these findings, they will be briefly summarised.  This will be followed 
by a discussion of general themes, limitations, and implications for future 
research. 
Overview of Studies 
Study 1: Measure Development 
In accordance with much of the literature on student attrition and 
retention a measurement tool was designed to examine student 
educational aspirations.  Additionally, this instrument measured six 
student characteristics predictive of educational aspiration, as they 
related to a series of university-high school partnership intervention 
programs.  Refer to Chapter 4: Survey Development for a detailed 
discussion of the development of this measurement tool.  It was 
demonstrated that this measurement tool did reliably measure 
educational aspirations and the relationships between educational 
aspirations and student characteristics predictive of educational 
aspiration.  This is confirmed in Study 2, 3 and 4, in which educational 
aspiration, in addition to the predictors of educational aspiration, were 
reliably measured.  For instance, Study 2 found that the relationship 
between educational aspirations and the accompanying scales was small 
to moderate and significant with five of the six scales.  Additionally, 
educational engagement was strongly correlated with goal setting, school 
quality, and self-efficacy.  Empirical studies confirm the relevance of 
educational engagement (Fredricks et al., 2004; Fredricks et al., 2011; 
Hazel et al., 2013; Kortering & Braziel, 2008; Wang & Holcombe, 2010) 
as critical to academic success, to which these accompanying scales are 
closely related.  Correlational results for Study 3 in part mirrored Study 
2.  Study 3 found that the relationship between educational aspirations 
and the accompanying scales was small to moderate and significant for 
five of the six.  Study 3 also demonstrated strong highly positive 
relationships between educational engagement and achievement goal 
setting and educational self-efficacy, in addition to educational self-
CHAPTER 7:  GENERAL DISCUSSION  189 
 
efficacy having a strong positive relationship with achievement goal 
setting and perceptions of school quality.  Study 4 also mirrored Study 2 
and 3.  Study 4 found that the relationship between educational 
aspirations and the accompanying scales was small to moderate and 
significant for all of the six accompanying scales.  Study 4 also 
demonstrated strong highly positive relationships between educational 
engagement and achievement goal setting and educational self-efficacy, 
in addition to educational self-efficacy having a strong positive 
relationship with educational engagement and life satisfaction.  Across 
these three studies, educational aspirations and the predictors of 
educational aspiration were reliably measured.   
A comparative analysis across all three studies found further 
patterns of correlates corroborating the validity of this measure.  For 
instance, the correlates of educational aspiration were lowest across all 
three studies compared with the other scales.  This may indicate that 
educational aspirations are indeed lower within low socioeconomic 
student cohorts.  This is mirrored by extensive research (Boxer et al., 
2011; Kerckhoff, 2004; Messersmith & Schulenberg, 2008; Nicholson et 
al., 2010; Saab & Klinger, 2011; Schnabel et al., 2002).  Additionally, 
across all three studies self-efficacy and life satisfaction reported the 
strongest relationships, indicating that they were highly predictive of one 
another.  These findings are consistent with Segrin and Taylor (2007), 
who found that social skills were associated with greater life satisfaction 
and self-efficacy amongst other variables.  As discussed previously and 
consistent with previous research, across all these studies, the 
relationship between educational engagement and achievement goal 
setting, perceptions of school quality, and educational self-efficacy was 
strong.  Further, educational self-efficacy also had strong positive 
relationships with achievement goal setting and perceptions of school 
quality.  A further point to consider, and consistent with extensive 
research pertaining to the effectiveness of differing intervention 
programs, is the comparison between the academic and social 
intervention in this series of studies.  Study 3 (the academic enrichment 
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intervention) and Study, 4 (the university experience day intervention) 
had a stronger effect on educational aspiration, compared with Study 2 
(the online tutor intervention).  This indicated that the social 
interventions (i.e., academic enrichment and university experience day) 
had a stronger effect on educational aspiration in comparison to the 
academic intervention (i.e., the online tutor).  This is consistent with the 
literature, which indicated that social interventions had a greater impact 
upon student educational aspiration in comparison to academic 
interventions (Allen, 1994; Bean, 1981; Pascarella, 1980; Spady, 1970; 
Tinto, 1975).   
Designing a measurement tool for the purpose of examining 
educational aspiration has been deemed problematic, as highlighted in 
Chapter 3.  This point of view is consistent with Bernard and Taffesse 
(2012), Fuller (2009), Michalos (2014) and Quaglia (1989), who argued 
that the construct of aspiration is multi-dimensional, and establishing 
directional causality is also acknowledged by Gutman and Akerman 
(2008) as problematic because of the diverse range of associated factors.  
The findings from this series of studies, however, demonstrated that a 
measure of student educational aspiration and the accompanying 
predictors of educational aspirations can be reliably measured.  This 
measurement tool can be used in future research.  As such, these studies 
have made a valuable contribution to designing and implementing a 
measurement tool capable of examining student educational aspirations.  
Study 2 to Study 4: Interventions 
Studies 2, 3 and 4 examined three intervention programs 
delivered to low socioeconomic high school students in three consecutive 
Year 7 cohorts.  The interventions were different each year.  Student 
educational aspiration to finish high school and attend university, in 
addition to the student characteristics predictive of educational aspiration 
(i.e., educational engagement, achievement goal setting, perceptions of 
school quality, educational self-efficacy, school friendships, and life 
satisfaction), were examined.  The effectiveness of each intervention was 
determined by utilising a pre-post treatment-control deign.  Additionally, 
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each intervention was compared in a comparative analysis assessing the 
effectiveness of each in comparison to the other.  This series of three 
studies was presented in Chapter 5. 
In Study 2 an online intervention program was examined.  This 
intervention delivered online numeracy and literacy homework support 
via a ‘real time’ online tutor.  It was found that this intervention did not 
have an effect on student educational aspirations to complete high school 
and attend university.  Across the seven scales examined, the scales 
scores decreased across time for both the treatment and control groups.  
These declines may in part be indicative of students in their first year of 
high school and being disengaged with the intervention because 
everything was so new.  They may have been struggling to keep up with 
the additional workload and so not want to participate in an additional 
home activity, or they may have been unfamiliar with online tutorial 
services, as this method of teaching was relatively new at this time.  
Steenbergen-Hu and Cooper (2013) further suggested that 
disengagement in online intervention programs may be the result of the 
intervention lasting too long.  They found greater effects when 
interventions such as these lasted for less than a year.   
Interestingly, when these results are examined in conjunction 
with the student’s longitudinal trajectory of change as discussed in 
Chapter 6, these results are indicative of the empirical growth plots.  
These trajectories of change indicated that across all the student 
characteristics there were general declines from Year 7 to Year 10, with 
the sharpest declines from Year 7 to Year 8.  These decreased scores on 
student characteristics are consistent with research (e.g., Eccles et al. 
(1984), who noted declining developmental patterns from primary school 
through high school.   
A further point to consider is that this online tutorial program was 
not specifically designed to increase student educational aspiration.  It 
was instead designed to increase literacy and numeracy, which would 
inadvertently affect educational aspirations.  Students who have low 
academic self-efficacy are more likely to leave high school prematurely 
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(Bandura, 1993; Bandura et al., 1996; Bandura, Barbaranelli, et al., 2001; 
Bandura, Caprara, et al., 2001).  As such, addressing academic efficacy 
could potentially impact educational engagement and educational 
aspiration.  As can be seen from the correlational results of this study, 
the relationship between educational engagement and achievement goal 
setting and educational self-efficacy were highly positively correlated.  It 
can be assumed that this intervention may have had have a positive effect 
on several of the student characteristics, most notably, those 
characteristics indicative of engagement, such as their goals and their 
belief in achieving those goals (i.e., their self-efficacy). 
Study 3 emerged as a result of research literature pertaining to 
student attrition and retention in addition to university-high school 
intervention programs designed to increase student educational 
aspirations.  The intervention examined in this study was an academic 
enrichment intervention.  This entailed a workshop presented to students 
on discipline specific topics such as a law or creative writing workshops.  
It was delivered as a 45-minute seminar once in the year.  Year 7 students 
were encouraged to see themselves as future university students and the 
topics presented were aimed at increasing their aspiration to attend 
university.  This intervention was found to have no effect on student 
educational aspiration to complete high school and attend university.  
There were no significant group by intervention interactions on either 
educational aspiration or any other outcome measures.  In addition, 
across six of the seven scales examined, the scales scores decreased 
across time for both the treatment and control.  The exception was for 
educational aspirations, which although not significant, did show a small 
increase across the year.  Interestingly, this intervention was a social 
intervention aimed at engaging student with the university campus.  This 
finding is consistent with extensive research pertaining to the 
effectiveness of differing intervention programs, in which comparison 
between academic and social intervention show that social interventions 
have a greater impact on student educational aspiration in comparison to 
academic interventions (Allen, 1994; Bean, 1981; Pascarella, 1980; 
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Spady, 1970; Tinto, 1975).  When examining the correlational 
relationships in Study 3, it was demonstrated that there was a strong 
positive relationship between educational engagement and achievement 
goal setting, perceptions of school quality, and educational self-efficacy.  
In addition, the correlation between educational self-efficacy and life 
satisfaction was the highest across all three studies.  Further, the 
relationship between educational engagement and goal setting was 
higher in this intervention compared with the other two studies in this 
series of three.  It can be assumed that this intervention may have had 
have a positive effect on several of the student characteristics, most 
notably, those characteristics indicative of engagement, such as their 
goals and their belief in achieving those goals (i.e., their self-efficacy).  
Engagement may have also impacted on the student’s perceptions of 
school quality, which indicated the strongest positive relationship 
compared with the other two studies.  Numerous studies conclude that 
academic enrichment programs have a positive effect on high school 
completion (Balfanz et al., 2004; Belfield & Levin, 2007; Field et al., 
2007; Kemple & Snipes, 2000). 
However, the findings from this study demonstrated no 
significant intervention effects however.  This finding is consistent with 
research such as Klima et al. (2009), which demonstrated in a meta-
analysis that interventions such as these do not have an impact.  A 
possible reason for the lack of a significant intervention effect is that this 
intervention lacked robustness.  This intervention was only a one-off, 45- 
minute seminar delivered to students within their school environment.  
Study 4 examined a university orientation intervention.  This 
intervention provided students with an on-campus university visit and 
was designed to engage students in fun activities that enhanced campus 
familiarisation.  It was found that this intervention did not have an effect 
on student aspiration to complete high school and attend university.  
These findings are inconsistent with previous literature.  Social 
interventions such as university orientation and university familiarisation 
programs have previously demonstrated considerable effects to a 
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student’s sense of social belonging, feelings of connectedness and 
commitment to the institution (Allen, 1994; Lamb & Rice, 2008; Tinto, 
1975).  When examining the correlational relationships within Study 4, 
interesting patterns occurred.  For instance the relationships between 
educational aspirations and the student characteristics were generally 
higher in this study compared with both Study 2 and 3.  This may be 
indicative of this intervention being a social intervention. Within Study 
4, there was also a strong positive relationship between educational 
engagement and achievement goal setting and educational self-efficacy, 
as well as a strong relationship between self-efficacy and achievement 
goal setting and life satisfaction.  This is also consistent with Study 2 and 
3. 
The results from these three studies demonstrated that the 
interventions in each Year 7 cohort did have a minimal effect of student 
educational aspirations; however, this effect was not significant.  The 
results demonstrated that there was a slightly stronger effect in Study 3 
(the academic enrichment intervention) and Study 4 (the university 
experience day intervention) compared with Study 2 (the online tutor 
intervention).  This indicated that the social interventions (i.e., academic 
enrichment and university experience day) had more of an impact on 
educational aspiration in comparison to the academic intervention (i.e., 
the online tutor).  This series of three studies also indicated that there was 
a strong positive relationship between educational engagement, and 
achievement goal setting, perceptions of school quality and educational 
self-efficacy, in addition to their being a strong relationship between self-
efficacy and life satisfaction.  Examining these relationships in 
conjunction with intervention programs designed to impact student 
attrition and retention would be an area of considerable interest for future 
studies. 
Study 5: Longitudinal Analysis 
Study 5 in this thesis examined the longitudinal dynamics of high 
school student educational aspiration as they related to university-high 
school attrition and retention intervention programs.  This study 
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evaluated the effectiveness of four intervention programs designed to 
increase student educational aspirations to finish high school and attend 
university.  Additionally, it aimed to further our understanding of the 
cumulative effect of university-high school partnership intervention 
programs on high school student aspirations.  This study further 
examined how the predictors of student aspiration changed across high 
school, from Years 7 to Year 10.  Results from this longitudinal analysis 
demonstrated that the interventions had a minimal effect on student 
educational aspirations.  The related variables (i.e., educational 
engagement, achievement goal setting, perceptions of school quality, 
educational self-efficacy, school friendships, and life satisfaction) were 
found to change over time, all decreasing as students progressed through 
high school, from Year 7 to Year 10.   
Longitudinal analyses of this cohort of students from Year 7 to 
Year 10 provided general insights into the nature of change across early 
high school.  The group level trajectory of change across time was 
represented as empirical plots.  Refer to Chapter 6 for further details.  
Findings demonstrated a decrease in educational aspiration, in addition 
to decreases in all the scales predictive of educational aspiration, across 
the four year period from Year 7 to year 10.  These results are consistent 
with previous research.  Diminishing school engagement as discussed by 
Alexander et al. (1997), Ensminger et al. (1996) and Finn (1989) is a 
developmental process that happens gradually, as students progress 
through school.  As discussed by Newman et al. (2007), high school 
transition is a disruptive period with academic challenges and increased 
demands.  Numerous studies find that transitioning through high school 
is associated with achievement declines, lower sense of school belonging, 
and lower aspirations (Akos & Galassi, 2004; Barber & Olsen, 2004; 
Benner & Graham, 2007; Ding, 2008; Gifford & Dean, 1990; Newman 
et al., 2007; Reyes et al., 2000; Roderick, 1993; Seidman et al., 1996; 
Weiss & Bearman, 2007).   Declining academic performance (Blyth, 
Simmons, & Carlton-Ford, 1983) and self-efficacy (Simmons & Blyth, 
1987) are also identified as negative outcomes of high school progression. 
CHAPTER 7:  GENERAL DISCUSSION  196 
 
Although the findings from this study demonstrated that there 
were no cumulative intervention effects on student educational aspiration, 
this study did demonstrate that student characteristics change across high 
school.  As such, this study informed on more succinct and targeted 
intervention programs designed to complement the student’s educational 
trajectory. Limited attention has been given to this aspect of intervention 
design.  As such, this information makes an important contribution to 
this field of educational research.  
Major Themes 
Measuring Educational Aspiration 
Measuring student educational aspirations has been considered 
problematic for various reasons.  As discussed in detail in Chapter 3, 
when examining student educational aspiration there is ambiguity in 
understanding, and agreement of what student aspirations actually are 
(Quaglia & Cobb, 1996), in addition to inconsistencies in the literature 
defining how aspirations are formed, the effect aspirations have, and 
whether aspirations actually make a difference to educational outcomes 
(St Clair & Benjamin, 2011).  Many features are presented as comprising 
aspirations, although not many theorists or researchers have critically 
integrated or evaluated these various posited theories.  Throughout the 
literature, the definition of aspiration is inconsistent.  Furthermore, the 
concept is informed by multiple theoretical positions.  Additionally, it 
cannot be understood by adopting a single theoretical framework.  The 
measurement of educational aspirations is therefore complex.  Moreover, 
understanding the predictors of student educational aspiration and 
identifying the effects of multiple factors influencing student educational 
aspiration is convoluted.  As such, measuring student educational 
aspirations is difficult.  This has been reflected in this series of five 
studies.   
A noticeable conclusion to the negligible outcomes of these 
studies was that the measurement of educational aspiration was not 
robust.  In Study 1, a single basic item was used to measure educational 
aspiration.  This was modified throughout Studies 2 to 5 (see Appendix 
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A for item modifications); however, it may still have attenuated actual 
educational aspiration effects.  A possible solution to improving this 
measure could involve the redesign of this item to include a scale more 
representative of the degree to which students aspire, possibly a 10-point 
scale indicating the degree of aspiration, coupled with a more elaborate 
set of possibilities concerning their future educational aspirations. This 
may include questions such as I plan to finish high school; I plan to leave 
before completing high school; I plan to go to university; Completing a 
university degree is very important to me; and Attaining a Master, 
Doctoral, PhD or Post-Doctoral is very important to me. Additional 
differentiating levels for educational aspiration might also include 
Planning to go to TAFE, to a trade, or do short educational courses to 
improve knowledge in a specific area of interest. 
Implications for Designing Effective Interventions 
University-high school partnership intervention programs are 
diverse.  They address a multitude of factors at every year level from pre-
school to university and address a range of criteria, utilising numerous 
and varied strategies to target students considered at risk of leaving high 
school prematurely.  As discussed by Dynarski et al. (2008), the bundling 
together of multiple components within an intervention makes it difficult 
to review the level of evidence of the effects, as they cannot be attributed 
to any one component.   
The results in this study demonstrated no intervention effects and 
this may have been the result of a confounding set of influences.  This 
problem is reiterated by Cunningham et al. (2003), who asserted that the 
combination of services offered in an intervention make untangling the 
true effects problematic.  In addition these results may be representative 
of school culture.  As discussed by Lamb and Rice (2008), a weak school 
culture promotes minimal or no change in engagement and retention, 
which is in contrast to a strong culture that supports students in school 
completion as well as the changing of parental attitudes.  Furthermore, 
interventions such as these were delivered on a small scale and therefore 
the effects were likely to have only been short-term and small.  This 
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could be addressed in future intervention programs by delivering a 
coordinated approach by schools, parents and the community, offering 
long-term, multifaceted interventions programs that could potentially 
support lasting change. 
 Increasing a student’s aspirations to pursue higher education 
requires a strong multi-way relationship between universities, schools 
and communities.  School disengagement and leaving school prior to 
graduation is evident as early as Grade 1 in primary school (Alexander 
et al., 2001; Gale et al., 2010; Jimerson et al., 2000).  Furthermore, as 
discussed by Steinberg & Morris (2001), it is important to distinguish 
between behaviour problems and their origins.  They note that most 
teenagers who had recurrent behavioural problems, had problems at 
home and at school from a very early age, in some cases, this was evident 
as early as preschool.  They further point out that simply because a 
problem may be apparent during adolescence, this does not mean that the 
problem started in adolescence. 
As such, intervention programs offered in high school may 
therefore be offered too late.  As found by Nguyen (2010), many students 
by middle high school have already made up their mind about whether 
they wanted to stay or leave.   The interventions examined in this study 
targeted students from Years 7 to Year 10 and may have been ineffective 
because they were implemented too late in the student’s educational 
trajectory.  Possible solutions to this problem is to offer intervention 
programs to students in early primary school, in addition to designing 
parent and student intervention programs from as early as kindergarten.  
There is a growing body of research focusing on early interventions that 
target preschool and elementary school children (Cunningham et al., 
2003; Hammond et al., 2007; Rumberger, 2011).   
Theories of Predictors of Educational Aspiration 
Examining aspirational differences in addition to understanding 
the student characteristics that impact educational aspiration is a key area 
of interest within educational research and to policy makers.  Various 
theories have examined student aspirations in low socioeconomic student 
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groups (see Chapter 2 and Chapter 3 for a detailed discussion).  Further, 
understanding how student characteristics change over time and 
examining how these characteristics influence student educational 
aspiration to complete high school and attend university is fundamental 
when examining student attrition and retention.  The influence of these 
factors informs on the barriers and difficulties a student may face in 
completing their schooling. Establishing a causal link between student 
characteristics and high school withdrawal is difficult and theoretical 
discussions such as Autiero (2015), Bean (1981), McQueen (2009) and 
Tinto (1975) noted the complexity of understanding student 
disengagement and eventual withdrawal.  This thesis did however 
determine that student characterises do change across the students high 
school trajectory.  These changes can be examined in relation to 
understanding the multiple risk factors associated with student 
withdrawal and the student attrition and retention models. The 
complexities of these student behavioural models and theoretical 
frameworks, have been extensively explored.  For further details, see 
Andres and Carpenter (1997), Bean (1980;1981), DesJardins et al. 
(1999), McQueen (2009) and Tinto (2010).  Irrespective of the 
considerable advances made in understanding the predictors of student 
attrition and retention, a comprehensive model designed to inform 
institutional action, as discussed by Tinto (2010), is still needed.  This is 
further endorsed by Kerby (2015). She designed a new conceptual model 
grounded in classical sociological theory, which expanded upon Spady 
and Tinto’s models and accommodates new educational climates to 
understand student attrition.   
Leaving school prior to completion is the result of a longitudinal 
process of disengagement and this thesis contributed to our 
understanding of this process, while contributing to the advancement of 
student attrition and retention models.  It was found that the six key 
predictors of student educational aspiration all declined as students 
progressed through high school.  These characteristics are indicative of 
the barriers and difficulties faced by students; however, within the 
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theoretical models these characteristics are not generally represented.  
Attrition and retention theories focus primarily on aspects of student 
background characteristics and environmental factors.  As such, 
developing a better understanding of these student characteristics, in 
addition to understanding why they change across high school is 
applicable to the theoretical models.  Developing a greater understanding 
of these characteristics and incorporating these into the traditional 
models of attrition and retention contributes to a more comprehensive 
model of attrition and retention.   The theoretical examination of the 
student attrition and retention models within this thesis therefore makes 
a valuable contrition to this area of research.  Understanding how these 
models have evolved in addition to recognising their limitations 
contributes to designing more effective future models of attrition and 
retention.  This will in turn inform on how to better design and implement 
intervention programs aimed at increasing low socioeconomic student 
educational aspirations to complete high school and attend university. 
Longitudinal Dynamics 
The longitudinal analysis of student characteristics (see Chapter 
6 for further details) gave general insights into the nature of how student 
characteristics predictive of educational aspiration, in addition to 
educational aspiration itself, changed over early to middle high school.  
It was found that all the student characteristics (i.e., educational 
engagement, educational self-efficacy, achievement goal setting, 
perceptions of school quality, school friendships and life satisfaction) 
declined across early to middle high school.  Also, Year 7 to Year 8 
generally reported the sharpest declines.  Additionally, students in Year 
7 to Year 8 reported less fluctuation in their scores, compared with Year 
9 to 10.  These finding indicated that, although students experience 
declines across Years 7 to 8, the greatest instability is across Years 9 to 
10.  This would imply that students in the higher years of high school 
may be more receptive to intervention programs that focus on managing 
changing opinions and the diversity within the student’s life, as well as 
handling life stressors through this period of their schooling.  
CHAPTER 7:  GENERAL DISCUSSION  201 
 
Additionally, it can be assumed from these findings that addressing the 
declining student characteristics in Years 7 to 8 may be of benefit to 
students’ outcomes.  This could include intensive intervention programs 
designed to give students a greater sense of support within their school 
environment, along with establishing a greater sense school friendships 
and life satisfaction.  As can be seen from the correlational analysis 
across Study 2, 3 and 4 (see Chapter 5 for more details), these 
relationships were the lowest across all the student characteristics in 
respect to educational aspirations.  Further, when examining the 
trajectories of change across high school from Year 7 to Year 10, these 
characteristics continued to decrease as student progressed through high 
school.  This is an area of particular interest and is relevant to future 
research, particularly in relation to designing and implementing 
intervention programs. Establishing ways in which students feel a sense 
of school connectedness and wellbeing would increase their commitment 
to stay in education, thus reducing early high school withdrawal.  These 
studies demonstrated that students, especially in their early years of high 
school, may benefit from addressing their sense of school connectedness 
and wellbeing.  As such, a valuable contribution has been made to this 
area of research. 
The group level trajectory of change across time, represented as 
empirical plots, found a decrease in educational aspiration, as well as 
decreases in all the scales predictive of educational aspiration across the 
four-year period.  Intervention programs addressing these declines may 
be more beneficial to school progress as opposed to focusing on 
increasing educational aspirations to finish school and attend university. 
Possible alternative interventions could focus on increasing levels of 
engagement, goal setting, perceptions of school quality, educational self-
efficacy, school friendships and life satisfaction, as students progress 
through school.  These declining student characteristics may be 
indicative of the timing of the intervention programs, possibly being 
offered too late in the students educational trajectory. They may also be 
indicative of the low socioeconomic demographic, which is extensively 
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discussed in the literature.  Future research examining student 
trajectories of change, in conjunction with intervention programs 
designed to increase educational aspirations, would be beneficial.  This 
research detailing high school students educational trajectories has made 
a valuable contribution and as such will inform future educational 
research.    
Implications 
Socioeconomic Status, Family Background and Educational 
Aspiration 
 Examining the aspirational inequalities that exist between 
differing socioeconomic groups is fundamental to research on student 
attrition and retention.  Declining aspirations, as discussed by Gutman 
and Akerman (2008), is particularly discernible for those students facing 
multiple barriers. The results from this series of five studies showed that 
educational aspirations did change over time, decreasing as students 
progressed through high school.  In addition, educational aspirations 
were not affected by intervention programs designed to increase student 
educational aspiration.  A possible reason for these outcomes may be the 
result of the low socioeconomic student cohort.  As discussed in reports 
by Gale et al. (2010), James et al. (2008) and Lamb et al. (2015) and 
studies by Bowden and Doughney (2010), Hardie (2014), Kirk et al. 
(2012), Messersmith and Schulenberg (2008), Nitardy et al. (2015) and 
von Otter (2014), educational aspirations are predisposed to 
socioeconomic background and lower aspirations in this demographic, 
compared to their more affluent peers, is continually reported (Bowden 
& Doughney, 2010; Edgerton et al., 2008; Gale et al., 2010; Gutman & 
Akerman, 2008; James et al., 2008; Kerckhoff, 2004; Uwah et al., 2008).  
This series of studies is consistent with this research.  Family background, 
in particular parental influence, impacts educational aspiration.  Parental 
influence, as found by Buissink-Smith et al. (2010), had a strong 
influence on a student’s decision to graduate.  Family background is 
considered in numerous theoretical discussions as essential to 
influencing academic achievement (Autiero, 2015; Bean, 1981; Lamb et 
CHAPTER 7:  GENERAL DISCUSSION  203 
 
al., 2015; McQueen, 2009; Tinto, 1975).  Student family background is 
therefore an important consideration when examining the results of this 
low socioeconomic cohort of high school students.  The conclusions in 
this series of studies are in agreement with this previous research.  
Social and Cultural Implications 
Aspirational differences between differing cultural backgrounds 
are another point to consider.  As found by Grouzet et al. (2005) 
wealthier counties are more individualistic whereas poorer countries are 
more collectivist.  Financial success therefore has a less extrinsic 
characteristic in poorer cultures compared with wealthy cultures and 
Grouzet maintained this is because poorer cultures are more concerned 
with financial success in relation to basic survival, whereas wealthier 
cultures consider financial success the acquisition of status and image.  
This is particularly relevant as low socioeconomic schools have a greater 
number of students from poorer countries and their values systems may 
differ from those of western cultures.  This is particularly so in relation 
to the wording of the surveys which may be reflective of Western values.  
As such, the negligible findings on increasing aspiration may be 
culturally derived and not necessarily an aspirational deficit.     
Geographic location is also a consideration when examining 
these results.  As discussed by Witherspoon and Ennett (2011) and 
Somerville (2013), educational outcomes are impacted by geographic 
location in respect to  the differences between rural and suburban youth.  
Additionally, school quality and the size of the high school, has 
detrimental effects on attrition rates, where larger comprehensive schools 
report greater attrition (Lee & Burkam, 2003).  
A further consideration is the impact of social media on a 
student’s aspirations for the future, which are examined by Uhls, 
Zgourou, and Greenfield (2014).  According to Greenfield’s Theory of 
Social Change (Greenfield, 2009), changes in sociodemographic factors 
shape cultural values. Bandura, Barbaranelli, et al. (2001) described the 
mass media delivery of information as encompassing human values, 
behaviours and styles of thinking within a symbolic environment; 
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personal development is therefore embedded in this extensive network 
of influences.  Subrahmanyam and Smahel (2010) suggested that mass 
media could be an important influence in the development of early 
adolescent identity formation and Hawkins and Pingree (1982) suggested 
distorted media versions could foster misconceptions.  These are further 
described by Bandura (1982) as being responsible for cultivating bizarre 
views of reality.  Cultural values therefore influence learning 
environments (Uhls et al., 2014).  Uhls and Greenfield (2011) stated that 
these environments are dominated by media promoting easily accessible 
fame and fortune.  This then impacts on ideal and realistic aspirations 
and highlight an aspiration gap between what one hopes to achieve, in 
comparison to what can realistically be achieved.  This needs to be taken 
into consideration when designing and implementing intervention 
programs and further research in this area would be beneficial. 
The pursuit of intrinsic and extrinsic aspirations is a further point 
of interest when examining educational aspirations.  These opposing 
pursuits have distinctive behavioural outcomes that impact educational 
achievement.  As discussed by Ryan and Deci (2000), these opposing 
motivations are described by Self-determination Theory.  This theory 
distinguishes between these types of motivation that are based on the 
pursuit of differing goals that promote different actions.  As such, Self-
determination Theory concerns itself with people’s inherent growth 
tendencies and innate psychological need, based on self-motivation, 
personality and the conditions that foster these processes. This is 
similarly defined by stage-environment fit perspective.  As discussed by 
Gutman and Eccles (2007) stage-environment fit perspective addresses 
the adolescent’s environment.  Gutman and Eccles noted that 
adolescent’s in an environment that changes in developmentally 
regressive ways, were more likely to experience difficulties.  This was in 
contrast to those whose social environments responded to their changing 
needs, whereby adolescent’s experienced more positive outcomes.  
These changes and accompanying shifts in adolescents’ trajectories, 
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resulted in either the promotion of positive growth and adjustment or 
negatively, affecting self-esteem problem behaviour and mental health.  
Intrinsic aspirations are found to be associated with enhanced 
learning, performance and persistence in learning.  Additionally, Kasser 
and Ryan (1996;2001) and Niemiec et al. (2009)  reported increased 
mental health and decreased drug and alcohol use in association with the 
pursuit of intrinsic aspirations.  In contrast, students high in extrinsic 
aspirations do not function as well at school (Henderson-King & 
Mitchell, 2011; Kasser, 2003; Sheldon et al., 2010), have lower self-
esteem, greater drug use, and a lower quality of relationships (Kasser & 
Ryan, 2001).  It is well documented that materialistic aspirations 
negatively relate to psychological wellbeing and life satisfaction 
(Henderson-King & Mitchell, 2011; Kasser & Ryan, 1993; Kasser & 
Ryan, 1996) and adolescents experience an increase in psychological 
disorders including depression and anxiety when they have higher 
extrinsic values (Cohen & Cohen, 1996; Henderson-King & Mitchell, 
2011).  It is therefore important to consider the types of interventions 
promoted to students.  Considerable thought is needed with regards to 
the values that these intervention programs endorse. 
Implications for Policy and Practice 
Understanding student educational aspiration and the impact 
aspirations have on educational attainment has become a key factor in 
educational policy (for further details see Gale et al. (2010), Gutman and 
Akerman (2008) and James et al. (2008).  This emphasis on raising the 
educational aspirations of students from low socioeconomic 
backgrounds has generated new policies and practices motivated by 
social justice outcomes.   
A major initiative was The Higher Education Participation and 
Partnerships Program (HEPPP).  This began in 2010 in response to the 
Bradley review of Higher Education (Bradley et al., 2008).  This review 
found that higher education participation was decreasing relative to other 
OECD counties.  In particular, those students from disadvantaged 
background, such as indigenous students and those from low 
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socioeconomic, regional and remote areas, were particularly 
underrepresented in higher education.  Conversely, this report found that 
students from high socioeconomic background were approximately three 
times more likely to attend university compared with their low 
socioeconomic counterparts (Bradley et al.).  The Bradley Review 
further suggested that despite these low access rates, the success of 
disadvantaged students once they were at university was almost equal to 
that of their peers from a higher socioeconomic demographic. 
The Australian Federal Government modified the 
recommendations from the Bradley Review, setting the targets that (a) 
by 2025, 40% of the Australian population aged 25 to 34 years should 
have a bachelor level degree or above and (b) by 2020 at least 20% of 
the undergraduate student population nationally should be from low 
socioeconomic backgrounds (Somerville, 2013).  The intervention 
programs identified in these five studies were part of this HEPPP 
initiative to increase low socioeconomic student educational aspirations 
and subsequent participation in higher education. 
Limitations 
Several general limitations should be noted. First, a notable 
limitation of this thesis was the measurement of educational aspiration.  
In general, a single item was used in asking students to indicate at which 
level they intended to complete their education.  This initially involved a 
three response option (Year 10, Year 12 and University degree).  
Although this measure was modified for subsequent data collection after 
the pilot study, this measure continued to lack robustness and did not 
provide enough clarity as to the levels a student could aspire to.  A single 
indicator of educational aspiration has been considered to be a reliable 
measure (Seginer & Vermulst, 2002), however, possible alternative 
measures can be seen in Boxer et al. (2011) and Bowden and Doughney 
(2010), in which the aspiration item is more detailed and may provide 
greater accuracy and differentiation of response levels.  As such, the 
generalisability of these findings may be compromised.   
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Second, another limitation was the design of the interventions.  
This relates to the exposure the students had to each intervention.  With 
the exception of two of the interventions, generally, they were short in 
duration, and most were only offered once in year.  Furthermore, on 
occasion the interventions were reported by teachers to be disorganised 
and poorly planned, as with the peer mentoring program in which 
mentors did not show up.  
Third, comparing the effectiveness of each intervention was 
problematic as they differed considerably in content, structure and 
duration at each year level.  Further, the design of this study required the 
randomised allocation of students to an intervention and control group.  
Across most year levels, student participation in the intervention was 
generally randomised, however, year level coordinators and class 
teachers enrolled particular students in the interventions where they 
believed the needs and benefits to those student would be greatest.  As 
such, each study was not purely a randomised control design.  This may 
have impacted on the clarity of the findings.   
Finally, a further limitation was the duration of this study.  
Student educational aspirations were examined across a four-year period 
from Year 7 to Year 10; however it would have been far more 
informative to examine the trajectories of these student outcomes 
through to Year 12 and then into first year university, as this was what 
the interventions were designed to encourage.  This would have provided 
a far more meaningful representation of a student’s educational 
aspiration to complete high school and attend university.  A final 
limitation was that the effects of the interventions were measured, in 
most cases, many months after the intervention had taken place.  
Although this design meant responses were not biased by the immediate 
effects of the intervention, more proximal measures examining the short 
term effects for the students, may have been informative.  Students could 
have been surveyed directly after the intervention to understand if they 
liked the training or if the intervention increased their knowledge of 
university and if so, how much.  This was, however, not practical as 
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conducting surveying across so many classes and with so many students 
three times in a year was deemed too disruptive by school principals.   
Future Research 
Several recommendations can be made to improve the outcomes 
for future research.  Firstly, the intervention programs offered in this 
series of studies were too short.  A future recommendation would be to 
design and implement intervention programs across the school year at 
regular intervals, instilling the notion that university education is a 
probable outcome thus normalising higher education as it is done with 
students from higher socioeconomic background. 
Secondly, parental attitudes and encouragement are important to 
a student’s long-term educational trajectory.  As such, future university-
high school partnerships intervention programs could provide earlier 
intervention programs to children in primary school or pre-school.  
Intervention programs such as these would also have a greater impact if 
they targeted not just the students, but their families and carers, who may 
not have been traditionally exposed to higher education and who may not 
view further education as a viable option.  A student’s early academic 
history is strongly predictive of their future high school completion and 
family and community encouragement and support are essential to 
influencing a student’s high school completion.   
A further conclusion can be made in regards to evaluating the 
interventions.  Generally, these programs may not have had an impact 
due to a lack of robustness arising from inadequate dosage, or possibly 
the intervention designers misunderstanding the career and university 
course interests of the students being targeted.  This reinforces the need 
for timely procedures to be put in place to constantly monitor whether 
the interventions are having the desire effect on student outcomes.  
Effective intervention programs combine a range of strategies.  Targeted 
intervention programs addressing the needs and interests of the students, 
their parents or guardians and the general community in which they live 
need to be considered when designing and implementing these 
interventions.  As such, student, parent, teacher and school community 
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opinions of these intervention programs would benefit intervention 
organisers. Assessment of these results would preferably be from an 
external entity.  Further, the regular assessment of interventions in 
relation to the community in which the student lives, could impact the 
local labour force by providing skills and competencies needed for that 
particular area.   This would create refined, well-targeted and relevant 
interventions for the student, their families and the community.  
Additionally, interventions programs designed to impact not just student 
and family educational aspirations, but also their belief systems 
regarding what they can achieve would be beneficial.  Additionally, 
future research towards a better understanding of which interventions are 
effective and at which year level they have the greatest impact on 
educational aspirations to complete high school and attend university, are 
also necessary. 
Conclusion  
This thesis made a valuable contribution to research pertaining to 
educational aspirations, predictors of educational aspirations and 
intervention programs aimed at increasing the educational aspirations of 
low socioeconomic students.  Additionally this research contributes to 
equity policy and informing on participation in further education in 
Australia.  Furthermore this thesis gives rise to several pertinent 
questions.  The first being, in what ways might educational institutions 
collaborate better to ensure student success?  Secondly, how might 
intervention program be better designed to assist students from 
disadvantaged background complete further education? Third, how can 
future longitudinal studies be designed, to provide the best evidence of 
the impact of intervention programs aimed at increasing low 
socioeconomic student participation in university. 
Although no positive effects were found from the intervention 
programs offered, these five studies contributed to our understanding of 
which interventions work and how best to design and implement future 
intervention programs such as these.  Furthermore, this thesis increased 
our understanding of student characteristics predictive of educational 
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aspiration, in addition to how these characteristics change over the 
trajectory of high school.  It was found that simple intervention programs 
were insufficient in leading to lasting aspirational change for students. It 
may be that these intervention programs had been offered too late in the 
students’ educational trajectory to impact lasting change.   
The correlational findings in this study were very informative.  
Although educational aspiration did not have strong relationships with 
the student characteristics examined, this series of studies increased our 
knowledge and understanding of how the student characteristics 
predictive of educational aspiration (i.e., educational engagement, 
educational self-efficacy, achievement goal setting, perceptions of 
school quality, school friendships and life satisfaction) impacted on 
student educational aspiration, along with how these predictors change 
over time.  Additionally, this study did psychometrically evaluate 
measures of the possible predictors of educational aspiration, using 
revised items that were based on already established measures.  The 
strong relationships between educational engagement and goal setting, 
school quality and self-efficacy is of interest to future research.  
Additionally the strongest relationships between self-efficacy and life 
satisfaction are particularly informative and developing greater 
understanding of the relationship between these student characteristics 
would greatly benefit educational research and the design and 
implementation of intervention programs. 
Longitudinal research of this nature in Australia is limited.  The 
results of this series of studies will help inform future research on student 
developmental change across high school in addition to the impact and 
effectiveness of intervention programs offered across multiple year 
levels at high school.  Additionally it will help inform on how best to 
measure student educational aspirations and the predictors of educational 
aspiration. 
Educational disadvantage is formed and developed in response to 
life circumstance and the environment.  It is shaped amongst other things, 
by family, peers, schools, neighbourhoods, historical context and the 
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wider forces of labour markets.  Understanding educational aspirations 
therefore pertains to multiple social and cultural resources and 
community histories.  This then poses the question, as discussed by 
Appadurai (2004; 2013), as to whether or not aspirations are an 
embedded belief system existing beneath a multi-layered social and 
cultural setting?  Or are educational aspirations a value system formed 
through social and cultural life?  If so, is this social, cultural and historic 
perspective of a students’ life a reflection of their ingrained belief system 
about who they are and where they come from?  Aspirations may 
therefore be what a student thinks they can achieve, in addition to what 
they believe they are entitled to achieve (Appadurai, 2013).  Future 
research examining the social, cultural and historical context of 
educational aspiration would be particularly beneficial to increasing our 
knowledge and understanding of the student attrition and retention 
models, in addition to understanding how educational aspirations are 
formed and shaped.  Further research of this nature would continue to 
inform on how best to increase educational aspirations to complete high 
school and attend university. 
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Survey Coding Key 
 
  
Never  1  Strongly Disagree 1  Mum Only 0 
Sometimes  2  Disagree 2  Mum & Siblings 1 
Often 3  Neutral 3  Dad Only 2 
Always 4  Agree 4  Dad and Siblings 3 
Unsure  99  Strongly Agree 5  Mum & Dad Only 4 
      Mum, Dad & Siblings 5 
Less than 1 
hour 
0  Yes 1  Mum, Siblings & Other Adult 6 
1 -  2 hours 1  No 0  Dad, Siblings & Other Adult 7 
3 - 4 hours 2     Siblings Only 8 
4 - 5 hours 3  Female 1  Grandparents Only 9 
5 + hours 4  Male 0  Grandparents & Siblings 10 
Unsure 99     Parent and Grandparent 11 
      2 homes 50/50 split 12 
As soon as 
possible 
0  Oldest 1  Multi-family and multi-
person dwelling 
13 
Year 10 1  Youngest 2  Other 14 
Year 12 2  Middle 3    
University 3       
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Educational Engagement Scale 
SCALE: Unsure; Never; Sometimes; Often; Always 
SOURCE: Student Engagement Questionnaire (SEQ); National Survey of Student Engagement 
(NSSE); (Smerdon, 2002). 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING: During the last year, how 
often have you done each of the 
following at school? 
  
    
Asked questions or 
contributed to discussions 
NSSE  YES 
    
Asked teachers for advice SEQ Sought advice from academic staff YES 
    
Worked hard to understand 
difficult ideas 
SEQ Worked hard to master difficult content  
    
Used student learning 
support services 
SEQ  NO 
    
Came to class having 
completed readings or 
homework 
NSSE Come to class without completing 
readings or assignments 
YES 
    
Kept up to date with your 
school work 
SEQ Kept up to date with your studies  
    
Discussed ideas from your 
classes with other people 
from outside your school 
(i.e., family, other friends) 
SEQ Discussed ideas from your readings or 
classes with others outside of class 
(students, family members, co-workers, 
etc.) 
YES 
    
I think the classes here are 
interesting 
Smerdon   
    
I am happy doing what is 
expected in class 
Smerdon I am satisfied doing what is expected in 
class 
NO 
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Education is important to 
me 
Smerdon Education is important YES 
    
I have nothing better to do 
than go to school  
Smerdon I have nothing better to do YES 
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Achievement Goal Setting Scale 
SCALE: Unsure; Never; Sometimes; Often; Always 
SOURCE: Goal Setting Assessment (GSA) (Tiffany, 2013). 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING:  Please mark the rating 
which best reflects your own 
experience for each item 
  
    
I keep a written set of 
long-term goals for my 
study and my personal life.  
GSA keep a written set of current long-
term, medium term and short term 
goals for my academic, vocational and 
personal life 
YES 
    
I keep a written set of 
short-term goals for my 
study and my personal life.  
GSA keep a written set of current long-
term, medium term and short term 
goals for my academic, vocational and 
personal life 
YES 
    
I have a clear idea of what 
I want to accomplish by 
being in school.  
GSA  NO 
    
I know specifically what 
grades I want to get this 
semester.  
GSA I know specifically what grade point 
average I plan to make this semester 
YES 
    
My goals are specific, 
measurable, achievable, 
relevant and include a time 
frame for completion.  
GSA  When I set a goal I make it specific, 
measurable, attainable, relevant, and 
include a time frame for completing it. 
YES 
    
My major goals are 
divided into smaller goals.  
GSA Take major goal and divide them into 
smaller goals, which I put into my 
schedule for completion 
YES 
    
I set goals and monitor my 
progress towards 
completing my goals on a 
weekly basis.  
GSA  YES 
I keep a daily ‘to do’ list.  GSA I keep a daily ‘to do list’ for key tasks 
and check off those I accomplish 
YES 
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If needed, I adjust my 
actions to try and keep on 
track with completing my 
goals.  
GSA  YES 
    
I keep a record of my 
goals and reward myself 
when I achieve them.  
GSA I keep records of my goals and reward 
myself appropriately when I achieve 
them 
YES 
    
 
  
APPENDIX A  266 
 
Perceptions of School Quality Scale 
SCALE: Strongly Disagree; Disagree; Neutral; Agree; Strongly Agree 
SOURCE: Student Engagement Questionnaire (SEQ). 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING: I think that my 
school….. 
   
    
Provides the support I need 
to succeed academically  
SEQ Providing the support you need to help 
you succeed academically 
YES 
    
Encourages contact 
between students from a 
range of economic, social, 
racial and ethnic 
backgrounds  
SEQ Encouraging contact among students 
from different economic, social and 
ethnic backgrounds 
YES 
    
Helps me cope with out-of-
school responsibilities 
(family work etc.)  
SEQ Helping you cope with your non-
academic responsibilities (e.g. work, 
family, etc.) 
YES 
    
Provides support to help me 
adjust socially  
SEQ Providing the support you need to 
socialise 
NO 
    
Provides school events and 
activities (sports, social 
events etc.)  
SEQ Attending campus events and activities 
(e.g. special speakers, cultural 
performances, sporting events, etc.) 
YES 
    
Enough computers for my 
academic needs 
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Educational Self-efficacy Scale 
SCALE: 0 – 10 (0 = Not Confident At All; 10 = Completely Confident) 
SOURCE: Scale based on Bandura (2006). Children’s self-efficacy scale (CSES). Guide for 
constructing self-efficacy scales. Self-efficacy beliefs of adolescents, 5(pp 307-337) and 
Achievement Goal Questionnaire (AGQ) (Elliot & McGregor, 2001). 
ITEM SOURCE ORIGINAL WORDING RETAINED 
HEADING: I am confident that if I 
chose to I could…… 
  
    
Get good grades at school 
this year  
CSES Always concentrate on school subjects 
during class 
YES 
    
Satisfactorily pass this year 
at school  
CSES Remember well information presented in 
class and textbooks 
YES 
    
Complete all my school 
work on time  
CSES Finish my homework assignments by 
deadlines 
YES 
    
Make good friends at 
school  
CSES Make and keep friends of the opposite 
sex 
Make and keep friends of the same sex 
YES 
    
Achieve the goals that I set 
for myself this year  
AGQ It is important for me to understand the 
content of this course as thoroughly as 
possible 
YES 
    
Succeed at difficult tasks I 
come across during the 
year  
AGQ I desire to completely master the 
material presented in this class 
YES 
    
Get better grades than the 
average Year 7-8-9 or 10 
student at my school  
AGQ My goal in this class is to get a better 
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Environmental Mastery Scale 
SCALE: Strongly Disagree; Disagree; Neutral; Agree; Strongly Agree 
SOURCE: NONE 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
I have been able to 
concentrate on my 
schoolwork 
PWB I have difficulty arranging my life in a 
way that is satisfying to me 
NO 
    
I have been able to make 
decisions about my 
schoolwork 
PWB I am quite good at managing the many 
responsibilities of my daily life 
NO 
    
I can usually face up to 
difficulties with my 
schoolwork 
PWB I often feel overwhelmed by my 
responsibilities 
NO 
    
I can usually overcome 
difficulties with my 
schoolwork 
PWB I am quite good at managing the many 
responsibilities of my daily life 
NO 
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School Friendships Scale 
SCALE – 1 
SCALE: Strongly Disagree; Disagree; Neutral; Agree; Strongly Agree 
SOURCE:  Ryff’s Psychological Well-Being Scales (PWB), 42 Item version (Abbott et al., 
2006). 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING:  Which best 
reflects how you 
currently feel 
   
    
I have good friends at this 
school 
PWB I know that I can trust my friends, and 
they know they can trust me 
YES 
    
It is important to my 
school friends that they 
get good grades at school  
NONE  NO 
    
It is important to my 
parent/s that I get good 
grades at school 
NONE  NO 
    
It is important to my 
parent/s that I complete 
Year 12 
NONE  NO 
    
I am easily influenced by 
other people 





    
I don’t really care what 
other people think of me  
PWB I tend to worry what other people 




    
I have confidence in my 
opinions, even when they 
are different to others’ 
PWB I have confidence in my opinions 





    
    
SCALE – 2 
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SCALE: Unsure; Never; Sometimes; Often; Always 
SOURCE:  Ryff’s Psychological Well-Being Scales (PWB), 42 Item version (Abbott et al., 
2006). 
    
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING:  Which best 
reflects how you 
currently feel 
   
    
I can rely on my school 
friends if I have problems 
PWB I know that I can trust my friends, and 
they know they can trust me 
YES 
    
My school friends care 
about me 
PWB I have not experienced many warm 
and trusting relationships with others 
YES 
    
I feel emotionally close 
to my school friends 
PWB I enjoy personal and mutual 
conversations with family members 
or friends 
YES 
    
I socialise with my 
school friends outside of 
school hours  
PWB  NO 
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Life Satisfaction Scale 
SCALE: 0 – 10 (0 = Very Sad; 5 = Not Happy or Sad; 10 = Very Happy) 
SOURCE: The PWI-School Children Scale (Cummins & Lau, 2005). 
    
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
HEADING: How happy 
are you …… 
   
    
With your life as a whole? PWI-SC  YES 
    
With the things you have? 
Like the money you have 
and the things you own?  
PWI-SC  YES 
    
With your health? PWI-SC  YES 
    
With the things you want 
to be good at? 
PWI-SC  YES 
    
About getting on with the 
people you know? 
PWI-SC  YES 
    
About how safe you feel? PWI-SC  YES 
    
About doing things in your 
community? 
PWI-SC About doing things away from your 
home? 
YES 
    
About what might happen 
to you later in your life? 
PWI-SC  YES 
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Educational Aspiration Items 
SCALE: CHECK BOXES INDICATING AGREEMENT 
SOURCE: NONE 
ITEM SOURCE ORIGINAL WORDING RETAINED 
    
Please indicate what your 
main reasons are for being 
at school 
To complete Year 10 
To complete Year 12 
To be eligible for the uni 
degree I want 
NSSE What is the highest level of education 
you ever expect to complete? 
Some college but less than a bachelor’s 
degree 
Bachelor’s degree (B.A., B.S., etc.) 
Master’s degree (M.A., M.S., etc.) 
Doctoral or professional degree (PhD., 
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Scale item changes across 2013, 2014, 2015, 2016  
Educational Engagement Scale 


















Asked questions or contributed to discussions         
         
Asked teachers for advice         
         
Worked hard to understand difficult ideas         
         
Used student learning support services         
Used a learning support service at school (e.g., extra maths help 
or a homework club or study group) 
        
         
Came to class having completed readings or homework         
         
Kept up to date with your school work         
         
Discussed ideas from your classes with other people from outside 
your school (i.e., family, other friends) 
        
         
I think the classes here are interesting         
Think classes here are interesting         
         
I am happy doing what is expected in class         
Feel happy doing what is expected in class         
         
Education is important to me         
Believe education is important to you         
         
I have nothing better to do than go to school          
Go to school because you have nothing better to do         
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Achievement Goal Setting Scale 


















I keep a written set of long-term goals for my study and my 
personal life  
        
I keep a written set of long-term goals (e.g., 2-3 years) for my 
study  
        
         
I keep a written set of short-term goals for my study and my 
personal life 
        
I keep a written set of short-term goals (e.g., this year) for my 
study  
        
         
I have a clear idea of what I want to accomplish by being in school          
         
I know specifically what grades I want to get this semester          
I know exactly what grades I want to get this term          
         
My goals are specific, measurable, achievable, relevant and 
include a time frame for completion 
        
My goals are achievable and I have a planned time to complete 
them  
        
         
My major goals are divided into smaller goals         
I divide my big study goals into smaller goals  
 
        
I set goals and monitor my progress towards completing my goals 
on a weekly basis 
        
When aiming to complete my goals, I monitor my progress on a 
weekly basis  
        
         
I keep a daily ‘to do’ list          
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If needed, I adjust my actions to try and keep on track with 
completing my goals 
        
         
If needed, I change what I am doing to try and keep on track with 
achieving my goals  
        
         
I keep a record of my goals and reward myself when I achieve 
them 
        
 
Perceptions of School Quality Scale 


















         
Provides the support I need to succeed academically         
Provides the support I need to succeed with my school work          
         
Encourages contact between students from a range of economic, 
social, racial and ethnic backgrounds  
        
Tries to get students from different backgrounds and cultures to 
get along with each other  
        
         
Helps me cope with out-of-school responsibilities (work etc.)          
Helps me cope with out-of-school responsibilities (family, work 
etc.) 
        
Gives me the personal skills to help me manage my out-of-school 
responsibilities (such as family or paid work)  
        
         
Provides support to help me adjust socially          
Provides support to help me get along with class mates and to 
make friends  
        
         
Provides school events and activities (sports, social events etc.)          
         
Enough computers for my academic needs         
Has enough computers for my schoolwork needs          
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Educational Self-efficacy Scale  


















         
Get good grades at school this year          
         
Satisfactorily pass this year at school          
         
Complete all my school work on time          
         
Make good friends at school          
         
Achieve the goals that I set for myself this year          
         
Succeed at difficult tasks I come across during the year          
         
Get better grades than the average Year 7-8-9 or 10 student at my 
school  
        
 
Environmental Mastery Scale 


















         
I have been able to concentrate on my schoolwork         
         
I have been able to make decisions about my schoolwork         
         
I can usually face up to difficulties with my schoolwork         
         
I can usually overcome difficulties with my schoolwork         
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School Friendships Scale 1 and 2 


















         
I have good friends at this school         
I feel that I have good friends at this school          
         
It is important to my school friends that they get good grades at school          
         
It is important to my parent/s that I get good grades at school         
         
It is important to my parent/s that I complete Year 12         
         
I am easily influenced by other people         
         
I don’t really care what other people think of me          
         
I have confidence in my opinions, even when they are different to 
others’ 
        
 


















         
I can rely on my school friends if I have problems         
         
My school friends care about me          
         
I feel emotionally close to my school friends         
         
I socialise with my school friends outside of school         
I socialise with my school friends outside of school hours         
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Life Satisfaction Scale 


















         
With your life as a whole?         
         
With the things you have? Like the money you have and the things you 
own?  
        
         
With your health?         
         
With the things you want to be good at?         
         
About getting on with the people you know?         
         
About how safe you feel?         
         
About doing things in your community?         
         
About what might happen to you later on in your life?          
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Aspiration Items 


















         
Please indicate what your main reasons are for being at school 
Year 10 
Year 12 
To be eligible for the uni degree I want 
        
At what level do you hope to complete your education? 
As soon as possible 
After finishing Year 10 
After finishing Year 12 
After finishing University 
 
        
How much do you want to go to university when you finish high school?  
10-point scale 
0=Definitely don’t want to go 
5=Maybe 
10=Definitely do want to go 
        
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APPENDIX B 
STUDY 2, 3, 4 
Study 2 - 2013 Survey 
Survey – Time 1 
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Study 2 - 2013 Survey 
Survey - Time 2 
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Study 3 - 2014 Survey 
Survey - Time 1 
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Study 3 - 2014 Survey 
Survey - Time 2 
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Study 4 - 2015 Survey 
Survey - Time 1 

















APPENDIX B  307 
 
Study 4 - 2015 Survey 
Survey - Time 2 
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Survey Coding Key 
Never  1  Strongly 
Disagree 
1  Mum Only 0 
Sometimes  2  Disagree 2  Mum & Siblings 1 
Often 3  Neutral 3  Dad Only 2 
Always 4  Agree 4  Dad and Siblings 3 
Unsure  99  Strongly Agree 5  Mum & Dad only 4 
      Mum, Dad & Siblings 5 
Less than 1 hour 0  Yes 1  Mum, Siblings & Other Adult 6 
1 -  2 hours 1  No 0  Dad, Siblings & Other Adult 7 
3 - 4 hours 2     Siblings Only 8 
4 - 5 hours 3  Female 1  Grandparents Only 9 
5 + hours 4  Male 0  Grandparents & Siblings 10 
Unsure 99     Parent and Grandparent 11 
      2 homes - 50/50 split 12 
As soon as 
possible 
0  Oldest 1  Multi-family - multi-person 
dwelling 
13 
Year 10 1  Youngest 2  Other 14 
Year 12 2  Middle 3    
University 3  Don’t have any 4  Hours Gaming/Social – Less 1 hr 0 
   Twin 5  1 -  2 hours 1 
Too expensive  1     3 - 4 hours 2 
Very expensive 2  Gaming – 0 or 1   4 - 5 hours 3 
Not that 
expensive 
3  Social – 0 or 1   5 + hours 4 
Affordable 4      
Don’t know 5    Group A - Professional 1 
    Group B – Business - Manager-Arts 2 
Go to University? 1-10    Group C - Trades-Clerk - Skilled office 3 
Definitely don’t     Group D - Machine opp - Hospitality & labour  4 
Maybe     Don’t Know  5 
Definitely do     Doesn’t have a job  6 
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APPENDIX C  
STUDY 5 
Study 5 - 2013 Survey 
Survey – Time 1 
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Study 5 - 2013 Survey 
Survey - Time 2 
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Study 5 - 2014 Survey 
Survey - Time 1 
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Study 5 - 2014 Survey 
Survey - Time 2 
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Study 5 - 2015 Survey 
Survey - Time 1 
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Study 5 - 2015 Survey 
Survey - Time 2 
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Study 5 - 2016 Survey 
Survey - Time 1 
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Study 5 - 2016 Survey 
Survey - Time 2 
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Survey Coding Key 
Never  1  Strongly 
Disagree 
1  Mum Only 0 
Sometimes  2  Disagree 2  Mum & Siblings 1 
Often 3  Neutral 3  Dad Only 2 
Always 4  Agree 4  Dad and Siblings 3 
Unsure  99  Strongly Agree 5  Mum & Dad Only 4 
      Mum, Dad & Siblings 5 
Less than 1 hour 0  Yes 1  Mum, Siblings & Other Adult 6 
1 -  2 hours 1  No 0  Dad, Siblings & Other Adult 7 
3 - 4 hours 2     Siblings Only 8 
4 - 5 hours 3  Female 1  Grandparents Only 9 
5 + hours 4  Male 0  Grandparents & Siblings 10 
Unsure 99     Parent and Grandparent 11 
      2 homes - 50/50 split 12 
As soon as possible 0  Oldest 1  Multi-family - multi-person 
dwelling 
13 
Year 10 1  Youngest 2  Other 14 
Year 12 2  Middle 3    
University 3  Don’t have any 4  Hours Gaming/Social - Less than 1 
hr 
0 
   Twin 5  1 -  2 hours 1 
Too expensive  1     3 - 4 hours 2 
Very expensive 2  Gaming - 0 or 1   4 - 5 hours 3 
Not that expensive 3  Social - 0 or 1   5 + hours 4 
Affordable 4      
Don’t know 5    Group A - Professional 1 
    Group B - Business-Manager-Arts 2 
Go to University? 1-10    Group C - Trades-Clerk- Skilled office 3 
Definitely don’t     Group D - Machine opp - Hospitality & labour  4 
Maybe     Don’t Know  5 
Definitely do     Doesn’t have a job  6 
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PARENT CONSENT FORM 
 
TO PARENTS – Please sign and return this form with the other information from 






Full Project Title: Creating Impact Through Evaluation (CITE) 
Principal Researchers: A/Prof Kathryn von Treuer, Dr Jacqueline Woerner, Ms Camilla Nicoll 
 
 
I have read and I understand the attached Plain Language Statement. 
 
I freely agree to have my child/guardian ………………………………………….……… (Write child’s 
name here)  
participate in this project according to the conditions in the Plain Language Statement.  
I have been given a copy of the Plain Language Statement to keep. 
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TO:  School Name  
 
 
Student Consent Form 
 
 
Date:   
Full Project Title: Creating Impact Through Evaluation (CITE) 
Principal Researchers: A/Prof Kathryn von Treuer, Dr Jacqueline Woerner, Ms Camilla Nicoll 
  
 
I have been given the Plain Language Statement. 
I have read and I understand the Plain Language Statement. 
I agree that I want to do the survey which is explained in the Plain Language Statement.  
I know that my parents/legal guardian will also need to say that I can do the survey. 
 
 
Participant’s Name (Your Name)………………………………………………………………………. 
                                                 (Please write your name clearly) 
                                        
 
Your Signature…………………………...………………………… Date ………………………… 
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Plain Language Statement 
 
 
APPENDIX D  370 
 
Also, you will be asked to tell us some things about themselves. Examples of these questions are: 
 ‘I am a boy/ girl’ 
 ‘I am …….. years old’ 
All of the answers on the survey will be completely confidential. When you starts the survey, you 
will be given a number which is on the survey. This then lets us later match you survey answers 
with your school progress, but your name will NOT be used. Therefore, no-one will know which 
answers were yours; your answers will be combined with that of all other participants and only 
reported at whole school level, not an individual level. We will, however, re-identify students’ data 
every year, to get school student participants for the following year.  
 
Taking part in this survey is completely voluntary and it’s completely ok if you don’t want to do it.  
If you start doing the survey you can change your mind and stop at any time. If you do decide to 
stop your answers for the questions will not be used. 
 
This project is funded through Deakin University’s Higher Education Participation and 
Partnerships Program (HEPPP) and is a dedicated component of its Commonwealth grant, 
Deakin Engagement and Access Program (DEAP), for university partnerships with schools. If 
there is a funding shortfall, this will be addressed through the University’s quality control and 
financial assessment process. 
 
Although we don’t think that you will be upset by any questions on the survey, if you do become 
uncomfortable you can stop at any time. Furthermore, if you get upset you can also talk to 
someone at Lifeline (24 hour counselling service) on 13 11 14. This is free, confidential 
counselling.   
 
If you have any questions, or would like further information please contact A/Prof Kathryn von 
Treuer at Deakin University on (03) 9244 6554 or email kathryn.vontreuer@deakin.edu.au.  Once 
group results have been collected, you can get a copy of summary findings from Kathryn von 
Treuer at the above number.  
If you have any complaints about any aspect of the project, the way it is being conducted or any 
questions about your rights as a research participant, then you may contact:   
The Manager, Research Integrity, Deakin University, 221 Burwood Highway, Burwood Victoria 
3125, Telephone: 9251 7129, Facsimile: 9244 6581; research-ethics@deakin.edu.au 
Please quote project number 2012-166. 
 
 






Kathryn von Treuer 
School of Psychology, Deakin University  
03 9244 6554  
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APPENDIX E 
Systematic Literature Review 
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Student Attrition and Retention - PRISMA Diagram 
 
